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Abstract: Multiple representations, such as experimental data, schemas, tables, and graphs, are an
essential resource in science teaching. However, their use in the classroom typically poses a challenge
for preservice teachers. The aim of this research is to examine changes in the practices of a group of
preservice teachers regarding the use of multiple representations in the teaching of kinetic energy to
9th grade students, when this training is included in their initial teacher education program. For this
purpose, a collaborative, reflexive, and student-learning centered approach, namely, a lesson study
with three cycles, was implemented. A descriptive and content analysis for qualitative data collected
showed improvement in the practices of the preservice teachers, namely on the representations both
of the event that represents the “real” world, as well as of the scientific concepts. The results obtained
contribute to deepening the knowledge on the use of multiple representations by preservice teachers,
as well as to increasing the knowledge on using lesson study to develop the ability to use multiple
representations during initial teacher education.

Keywords: initial teacher education; lesson study; multiple representations; preservice teachers;
professional development; science teacher education

1. Introduction

Multiple representations (MR) consist in using two or more representations (such as
diagrams, illustrations, schemas, tables, graphs, algebraic equations, web-based simula-
tions, artifacts, and other non-textual forms) in teaching a curricular topic [1,2]. MR are
also present in other situations, scientific and nonscientific, and play a fundamental role in
understanding scientific concepts and technological applications in daily life [3] as well as
in scientific research [4].

MR have been under intense scrutiny in the field of education since the end of the 20th
century [2,5–8]. Several studies have shown that the use of MR in science teaching enables
students to better conceptualize scientific concepts as they can make sense of real-life
situations and common phenomena [3,5,9]. In addition, MR promote students’ interest in
learning scientific concepts by providing opportunities for linking abstract concepts with
concrete phenomena [10,11]. Moreover, using MR helps students and teachers to improve
the understanding of the concept or the phenomenon because each representation focuses
on a different aspect of the concept or the phenomenon. Therefore, they are an excellent
resource for students to learn science concepts [3,5].

Educational reform documents in the United States of America [12] and Europe [13]
state that it is important to create learning opportunities from initial teacher education to
build teacher skills related to the use of MR. These skills include knowing the best represen-
tations for teaching and how to use them to support the learning of all students. Despite the
strengths of MR, empirical studies have shown that teachers [5,14] and preservice teachers
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(PSTs), even those with undergraduate degrees in science [8,15], have difficulty using them
in science teaching.

Several studies showed that long-term inquiry-based teacher education contexts
are favorable during the initial teacher education for PSTs to learn using representa-
tions [6,8,15–17]. One such teacher education approach is lesson study (LS), a reflective
and student-centered teacher professional development process. This approach involves
teachers constantly questioning about teaching practice in order to improve it. Previous
studies in LS showed promising results as a learning process of PSTs [18–22], although
requiring support by the teacher educators [23,24].

The knowledge on the LS applicability in developing PSTs’ ability to use MR in physics
teaching is still scarce. This paper aims to make a contribution in this regard. Thus, the aim
of this research is to examine changes in the practices of a group of PSTs regarding the use
of MR in the teaching of kinetic energy at 9th grade. For this purpose, a LS with three cycles
was implemented based on the car crash test as the “real” world event. A car crash test is a
real-life situation and a common phenomenon that helps students link abstract concepts
with concrete phenomena and enables them to better conceptualize scientific concepts [9].

2. Background
2.1. Multiple Representations in Physics Teaching

MR are recognized to be crucial in science. In science teaching, MR have been acknowl-
edged for their potential in visualizing phenomena, thus facilitating the understanding of
scientific concepts [3,5]. Researchers [25] have shown that MR help students make connec-
tions across physics variables by deepening their understanding of concepts. The use of MR
also contributes to the multiplication of meanings that emerge from different forms of rep-
resentation [26], that might be used in science teaching by combination, i.e., using various
representations separately or superimposed, i.e., laid over other representations [27]. In-
deed, physical phenomena can be translated through consecutive representations, i.e., MR,
which may include, in increasing order of complexity, images, tables, graphs, equations,
and text [6]. As such, to support students’ understanding of the world as seen by science,
it is important to introduce to students the skills and processes that form the methodology
and vocabulary of the scientist [28]. This can be achieved using MR of realistic information
and helping students explain the scientific concepts that can make them wonder about
real-world situations in an ongoing interaction between teacher and students and among
students. These interactions include production, reading, transformation, and evaluation
of MR [3]. In the scope of this study, MR means the products of a procedure (such as a table
and a graph) and the tools for representing a phenomenon. Furthermore, constructing MR
actively engages students in their learning and develops their thinking, predicting, making
claims, understanding, and representing skills [29–31].

In fact, research showed the importance of including MR training in initial teacher
education programs to support its use by PSTs in teaching science [32–36]. In one study [8],
the participants were 15 preservice science teachers and they were enrolled in a course
originally designed to allow PSTs to design and conduct open-ended experiments. The
course emphasized the production of MR as a way of convincingly supporting claims when
the PSTs presented their results. The results showed a significant increase in the number
and type of MR made by the PSTs as the course unfolded. In addition, as the number of
graphs, tables, and other sorts of complex representations made by the PSTs increased,
the number of text-based representations decreased. In another study [6], 25 preservice
secondary science teachers with a major either in science (the majority), mathematics (two),
or art (one) were enrolled in a teacher preparation program with similar characteristics to
the study in [8]. The study was designed to understand PSTs’ scientific practices relative to
the MR and transformations they were expected to teach according to the reform documents
guidelines [37]. Researchers [37] showed that most PSTs had difficulties in relating a set
of actual data in a Cartesian graph because of the scattering of the data. The authors
mentioned that the relationship between the two variables was based on the comparison of
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individual data pairs. Both studies showed the importance of including MR training in
initial teacher education programs since PSTs significantly increased the number and type
of representations (graphs, tables, and other sorts of complex representations) to which
they resorted while the number of text-based representations decreased.

2.2. Lesson Study

LS is a teacher professional development process involving lesson planning and lesson
enactment with observation and discussion, aiming to improve teaching and learning [38].
The characteristics of this approach promote teachers developing in-depth knowledge
about the topic of the LS, as well as enhancing their teaching ability while students learn
the topic [39].

LS implementation typically follows a model (schematically depicted at Figure 1), in
which, usually, a small group of teachers of three to five [38,40] (i) consider long-term goals
for students learning and development, as well as identify a curricular topic of interest; (ii)
meet in work sessions to conduct a preparatory study to deepen their knowledge about
the topic and to analyze the challenges of its teaching and the potential students’ learning
difficulties; (iii) collaboratively develop a very detailed lesson plan on the topic and a task
to assist students’ learning to be used in a research lesson; and (iv) one of the teachers
teaches the research lesson while the others observe. The data collected during this lesson
typically include observation and video recording. (v) Subsequently, during reflection, the
participant teachers analyze in depth students’ responses, paying attention to their learning
progress and difficulties, reflecting on the teaching decisions made, and improving the
teaching materials (i.e., the lesson plan and the students’ task).
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Figure 1. Typical model of the lesson study (LS).

Sometimes, a second cycle (or even more cycles) of the LS takes place (Figure 1). In the
following cycle, that does not include the steps (i) to (iii) mentioned above, another teacher
teaches the improved research lesson to another class of students and all participants
reflect again on the teaching decisions made as well as refine the teaching materials in a
second reflection.

However, in the literature, conducting sequential cycles in the LS is not consensual.
For example, [38] argued that the objective of the LS is not to teach a “perfect” lesson but
to educate teachers. Thus, that researcher does not consider it beneficial to implement
more than one cycle. Apart from the controversy over the number of LS cycles, in the
context of the initial teacher education, several investigations in LS have shown that it
is advantageous for the professional knowledge of the PSTs to carry out more than one
cycle [20,22,41–43].

Researchers [44] conducted a rare study regarding the use of MR in a microteaching LS.
This investigation involved 65 future upper secondary physics and chemistry teachers who
used a sensor, as well as multimedia simulation, to perform their MR. The research lessons
were taught by the PSTs to their peers, who assumed the role of students. The results
showed that the PSTs selected, essentially, multimedia simulations (i.e., PhET and Gizmos)
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for their MR and that they found their involvement in a microteaching LS to be positive
because allowed them to identify benefits and limitations of using web-based simulations
in the teaching of scientific concepts. Despite the promising results of the study [44],
the knowledge about the adoption of LS in the initial teacher education regarding the
use of MR in the scientific teaching and particularly in physics teaching is still scarce.
Indeed, from the results of a revision literature on Web of Sciences and Scopus with the
words “lesson study”, “representations”, “graphs”, “tables”, “simulations”, and “physics”,
only [44] appears.

3. Method

This section presents details of the participants in the investigation (Section 3.1), LS
implementation (Section 3.2), and data collection and analysis (Section 3.3).

3.1. Characterization of the Participants in the Research

The participants in the research were the PSTs (n = 3)—PST1, PST2, and PST3—enrolled in
a Master’s degree in teaching science (physics and chemistry) at lower and upper secondary
level (see more information in Table 1). The three PSTs, three cooperating teachers, one
professor of the university (second author) that conducted the LS sessions, two educational
researchers (first and third authors), and one physics researcher participated in the LS
sessions (detailed in Section 3.2). The option to involve cooperating teachers [45,46] as
well as researchers [8] stemmed from recognizing the relevance of these participants in the
PSTs training.

Table 1. Characterization of the preservice teachers (PSTs).

Preservice Teachers Age Gender Education Work Experience

PST1 42 Male Five-year first degree (major in
chemistry with minor in physics)

Chemistry and physics teaching in a
tutoring center

PST2 42 Male PhD in physics Mathematics teaching in a private school

PST3 36 Female Five-year first degree (major in
chemistry with minor in physics) Chemistry teaching in a tutoring center

3.2. Lesson Study Implementation

The sessions of the LS with the PSTs took place at the university and are schematically
represented in Figure 2. The research lessons were taught by the PSTs in one of the classes
of the cooperating teachers’ schools. The topic selected for the LS was kinetic energy of
the 9th grade curriculum and the “real” world event adopted was the car crash test. In a
more general perspective, this topic encompasses the energy concept that is a crosscutting
concept of the 12 years compulsory education.

Figure 2 schematizes the three cycles LS program implemented in this investigation.
The program spanned approximately 51 h in total, each session taking three hours, except
the three lesson reflections that took 90 min each. In concrete:

‘Cycle 1’ comprised 13 sessions, of which eight were devoted to the preparatory study
of studying the MR as well as the topic to be taught with the MR (sessions 1 to 8); three to
the lesson planning (sessions 9 to 11); one session consisted in the research lesson 1 (session
12), taught by PST1 (and observed by PST2 and PST3); and one to carry out the reflection 1
(session 13).

‘Cycle 2’ comprised one session that consisted in the research lesson 2 (session 14),
taught by PST2 (and observed by the other two) on the same topic to a different class, as
well as one session (session 15) to perform the respective reflection 2 that followed the
same procedure of the previous Reflection 1 session.

‘Cycle 3’ comprised the two sessions that reproduced those of the ‘cycle 2′, i.e., research
lesson 3 (session 16) and reflection 3 (session 17), except that the research lesson 3 (session
16) was taught by the third pre-service teacher, PST3.
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Figure 2. Scheme of the lesson study (LS) conducted.

As already mentioned, this investigation included eight sessions for the preparatory
study (sessions 1–8) and three sessions (sessions 9–11) to perform lesson planning (Figure 2).
This option helps PSTs to gain knowledge and insight into science as well as into student
thinking [38,47]. The three cycles of the LS allowed each one of the PSTs teach a research
lesson. Although the repetition of cycles is controversial in LS [38], in initial teacher
education, it has been shown to be beneficial [41]. This investigation intended to follow
the original Japanese LS [48] as much as possible, as it had to be adjusted to the PSTs’
teacher education.

During the LS, to support the PSTs, teacher educators and researchers used inquiry
strategies (such as PSTs asking questions related to students’ difficulties and PSTs develop-
ing predications using students’ evidence), promoting an active participation of PSTs in
their own professional growth.

The professor from the university (second author) and the cooperating teachers partici-
pated in all sessions of the LS, supporting PSTs’ learning. The physics researcher supported
the PSTs with regard to the content of the topic and the use of MR in science and did
not participate in all sessions of the LS. The researchers (first and third authors) collected
data. In addition, one of the researchers (third author) adjusted the LS to the PSTs and
supported the PSTs, mainly in the analysis of student responses and reasoning during the
reflection sessions.

3.3. Data Collection and Analysis

The aim of this research is to examine changes in the practices of a group of PSTs
regarding the use of MR in the teaching of kinetic energy at 9th grade. For this purpose,
a LS with three cycles was implemented based on the car crash test as the “real” world
event. In order to capture the PSTs’ practices regarding the use of MR to teach kinetic
energy, the preparatory study (sessions 1 to 8, Figure 2), the lesson planning (sessions 9 to
11), the research lessons (sessions 12, 14, 16), and reflections (sessions 13, 15, 17) were video
recorded. In addition, the three educational researchers also participated in all sessions to
take field notes. At the end of the LS, the PSTs were individually interviewed.

The video recordings of sessions 1 to 17 (about 51 h in total) and the interviews (about
5 h in total), were transcribed, and together with field notes of all sessions were analyzed to
find changes that occurred in the PSTs’ practices regarding the use of MR. For this purpose,
a descriptive and content analysis [49] was performed for qualitative data. In particular, the
transcripts of video records and field notes were read by the first author of this article. After
that, the targeted text was segmented, representing ideas related with the research aim.
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Each segment was assigned a code and clustered on a category, according to its features.
Table 2 shows code examples for the category “Using the MR to support the teaching of
the scientific concepts”.

Table 2. Code example.

Segmented Text (Data) Code

With this graph, students visualize the relationship between kinetic
energy and car’s mass (video record). Mass and graph

The algebraic equation relates the three variables, i.e., kinetic energy,
mass, and speed (video record). Variables and algebraic equation

The direction of acceleration of the mannequin′s head is clearly visible in
the photo sequence (video record). Acceleration and photos

Students can calculate the force with which the mannequin′s head hits
the front seat from the acceleration value (video record). Force and acceleration

The graph and photos complement each other (interview). Photos and graph

The categories were refined through a constant questioning and comparison of the
data [50]. For example, the category “Using the MR to support the teaching of the scientific
concepts” was redefined as follows: First, “Using the MR to visualize the kinetic energy”,
secondly, “Using the MR for the explanation of the kinetic energy”, third, “Using the
MR of the scientific concepts”, and fourth, “Using the MR for the understanding of the
scientific concepts”. The final categorization was “Using the MR to support the teaching
of the scientific concepts” as we have already mentioned. The codes and categories were
driven from the data. Next, the second author analyzed the transcripts of the video records
of sessions 9 to 17 and field notes of the corresponding sessions. Indeed, the PSTs only
worked on the teaching practice about the kinetic energy in sessions 9 to 17. The option
of the first author to analyzing the data from sessions 1 to 8 was due to the fact that the
identification of changes in the practices of the PSTs with the MR (research objective)
requires, in various situations, understanding what the PSTs already knew during the
preparatory study (Session 1–8).

After that, based on the two descriptive categories that emerged from the data analysis,
the second author analyzed the codes and created other codes if necessary. The two
researchers compared their codes and discussed a consensus coding scheme, which was
89%; the proposal in [51] was considered for the calculation of reliability.

Taking consensual codification into account, the same two authors, independently,
analyzed the interview transcripts considering the codes already defined, thus comparing
their analysis. Disagreements and issues were discussed to reach a consensus. The con-
sistency between the two authors was 91%. This procedure yielded the final categories of
analysis. Table 3 presents the categories that emerged from the data analyses previously
described in which the results (see Section 4) were organized as well as a description of the
categories, Category 1 and Category 2.

Table 3. Categories that emerged from data analysis.

Category Description

1. Changes in the MR that PSTs use to
represent car crash tests as a “real” world

event.

Evidence that PSTs changed the car crash tests representations, namely PSTs started
using authentic data and other realistic information, instead non-realistic data and

frictionless crash tests.

2. Changes in the MR that PSTs use to
support the teaching of the scientific

concepts.

Evidence that PSTs changed the kinetic energy representations, namely PSTs started
using a sequence of photos of the dummy head in different instants of the collision, a

table elaborated by the students, and a Cartesian graph with experimental data,
instead of algebraic equations and other complex representations, such as Cartesian

graphs with fictional data.
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4. Results

This section presents some of the results obtained during the LS conducted (Section 3.2)
as well as the rationale that supported the organization of results in the categories presented
in Table 3.

4.1. Changes in the MR That PSTs Used to Represent Car Crash Tests as the “Real” World Event
(from Research Lesson 1 to Research Lesson 2)

The following episodes were observed during research lesson 1 (session 12, Figure 3),
in which PST1 explored, with the students, the kinetic energy phenomenon using a car
crash-test event to illustrate.
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Figure 3. Made-up values of two variables of a car involved in a crash test event, speed (V, in m/s)
and kinetic energy (E, in kJ) (Photo from research lesson 1).

In order to assist students in understanding the phenomenon, PST1 presented on the
whiteboard a two-column table (Figure 3) with a made-up set of values of two variables,
the car speed (V, expressed in m/s) and the corresponding kinetic energy (E, expressed
in kJ) and asked the students to determine the unknown value of the kinetic energy of the
car represented by the letter X in the table. After the students interacted in small-group
conversations during approximately five min., PST1 promoted a whole-class discussion:

[00:04:30] PST1: You said that from here [points to number 50, in column 2, Figure 3]
to here [changes the pointer to 200, below] there is an increase of 150. Then, how much
is the increase from here to here [repeats the gesture from values 200 to 450 of the same
column]?

[00:04:37] Student 16: 250.
[00:04:38] PST1: 250. And, from here to here? [moves the pointer from 450 to 800], 350.

And, then . . . ? [points to 800 and moves the pointer to the unknown value represented
with X in the line below] . . . [silence]. Thus, what is the value you obtain here? [points to
the letter X and writes, X = 1250] (research lesson 1).

The transcript above shows that during the whole-class discussion, PST1 had difficul-
ties in promoting the interpretation of the non-realistic event based on the set of values
of the two variables (Vi, Ei), of a car involved in a crash-test presented in a two-column
table (Figure 3). In fact, the encouragement for students to predict the unknown Ei value,
X, from the sequence of the other Ei values presented in the table did not succeed well. Fur-
thermore, PST1 used a non-realistic event since the (Vi, Ei) data presented were generated
by an algebraic equation that reinforced for students the idea that the world is governed
by mathematical models. This difficulty in relating the world and its representations was
evident in many other episodes recorded in research lesson 1 (session 12, Figure 2) showing
that in this research lesson 1, the PSTs were not able to represent a realistic event.
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Later, during reflection 1 (Figure 2), the analysis of student responses resonated with
PSTs making them to understand that “ideal” data did not help students understand the
kinetic energy phenomenon applied to the crash test event, since students discussed data
in the abstract, rather than discussing data applied to the specific event.

For example, during reflection 1, about students’ reasoning when solving the task,
PST2 and PST3 mentioned:

[01:10:32] PST3: The students used valid problem-solving strategies. One of the
students divided the values of the kinetic energy by the corresponding values of the speed.
They correctly determined the value of the kinetic energy, represented by X, but they were
not able to describe how the kinetic energy of the car varied with its speed.

[01:10:57] PST2: One student that I observed did not even pay attention to the car
speed column to determine the value of X. The relationship they [students] found did not
include speed (reflection 1).

In fact, PST2 and PST3 recognized, in the transcript above, that the methods used by
the students to try to determine the value of the kinetic energy X were correct but they
were not able to relate the two variables, V and E, presented in the table (Figure 3) with a
physical meaning. This difficulty of the students in assigning a physical meaning to the
variables in a fictitious event was also registered in the interview of PST1:

[00:31:40]: In my class [research lesson 1], our data [non-realistic data] failed to
represent the crash test event. They [students] only used the table to talk about numbers.
When I said that the table represented an ideal situation, they did not understand. They
know what they see and what they live with on a daily basis. This was one of the reasons
why the students did not get involved in the discussion... they seemed to be feeling like
they were in a math class! (Interview).

These analyses show that the students did not use the set of values (Vi, Ei) presented
(Figure 3) to discuss the crash test event and to support a better understanding of this
technological application of the kinetic energy phenomenon and that, rather, students
only analyzed the values in the abstract. PST1 agreed with his colleagues’ claims that
“fictionalized” data did not represent the real-world situation well.

The transcript below exemplifies the PSTs’ awareness of the importance of using
realistic information to represent the event. This information was actually successfully
used by PST2 when teaching research lesson 2, as PST2 predicted during reflection 1:

[01:29:08] PST3: They [students] do not understand the meaning of a frictionless
situation because this does not represent their reality.

[01:29:16] PST2: The absence of friction is an abstract concept. If we want students to
understand kinetic energy, we have to use real cases (reflection 1).

Thus, during reflection 1 (session 13), the PSTs searched for other ways of representing
the kinetic energy phenomenon more realistically during research lesson 2. For this purpose,
the PSTs considered that the best approach would be to use experimental data about crash-
tests from a scientific article and use this information to represent the phenomenon of
kinetic energy. Figure 4 presents an example of realistic crash tests included in the students’
task of the research lesson 2 for two different models of baby chairs.

As such, PSTs showed that they changed the representations of the “real” world event
they adopted to explore the kinetic energy phenomena to the students, since in research
lesson 1, they used non-realistic data and in research lesson 2, they used experimental
data and, therefore, realistic information. In fact, the PSTs observed that using data that
represents a friction-free event (as PST1 did in research lesson 1) confused the students and
the PSTs understood that they could overcome the situation presenting realistic real-world
data (where objects perceptibly behave differently, i.e., they slow down). Accordingly, the
PSTs improved the lesson plan for research lesson 2 as well as the students’ task using a
“real” crash test with experimental data.

In research lesson 3, the PSTs kept the same strategy of using a realistic crash-test
because the solution found by the PSTs in reflection 1 and tested in research lesson 2 was
shown to support student learning.
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Figure 4. Realistic crash tests included in the students’ task of research lesson 2 for two different models of baby chairs (in
English, “Aceleração” is “Acceleration”, “Tempo” is “Time”, and “Modelo” is “Model”).

4.2. Changes in the MR That PSTs Used to Support the Teaching of the Scientific Concepts (from
Research Lesson 1 to Research Lesson 2 and from Research Lesson 2 to Research Lesson 3)

The PSTs changed the MR of the scientific concepts from research lesson 1 to research
lesson 2 and from research lesson 2 to research lesson 3. Below, we present episodes that
occurred during research lesson 1 and reflection 1 that made teachers aware of the need to
change the representation of the scientific concepts to present in research lesson 2.

At a certain point of research lesson 1, while students were doing their task, PST1
asked them to select from a list of hypotheses (Figure 5), the algebraic equation that correctly
related the kinetic energy (E) of the car with its mass (m) and speed (V) (the correct answer
was option ii).
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Figure 5. Options included in the students’ task of research lesson 1 for students to select the equation that relates the
kinetic energy (E) from the mass (m) and the speed (V) (translated from Portuguese in the task provided to the students).
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To support the students in answering this question, the PSTs elaborated other repre-
sentations also presented in the task statement. In concrete, these representations included
the table with the values of kinetic energy (E) and the speed of a car (V) (Figure 3), and
two graphs, one plotting the kinetic energy as a function of the mass, at constant speed,
and the other graph plotting the kinetic energy vs. the speed of the car, at constant mass
(Figure 6). The students tried to identify the correct algebraic equation to answer the
question presented in Figure 5 using a trial-and-error approach and they had no success.
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Figure 6. Graphs included in the task statement of research lesson 1 to support students in selecting the equation that
correctly relates the kinetic energy (E) with the mass (m) and the speed (V): (a) kinetic energy vs. mass at constant speed
and (b) kinetic energy vs. speed at constant mass (translated from Portuguese in the task provided to the students).

During the reflection session of research lesson 1, (session 13), when the PSTs were
elaborating about the students’ rationale to try to answer the question shown in Figure 5,
there was the following dialogue:

PST3: The students picked some values from the tables and the graphs and made
numerical substitutions in the algebraic equations to try to verify which one was correct.
They did the calculations wrong, but the reasoning was correct.

PST1: This [student] also tried to answer the question [Figure 5] using the same
approach, but since he used the values in the wrong units, his calculation was also incorrect
(research lesson 1).

This transcript exemplifies an episode that gave the PSTs insights into students’ diffi-
culties in understanding the kinetic energy concept and that led to the results of Category
2 “Changes in the MR that PSTs use to support the teaching of the scientific concepts”
(Table 3), as detailed below.

In fact, using abstract representations such as algebraic equations (Figure 5) and
Cartesian graphs (Figure 6), the PSTs were not able to develop students’ understanding
of the kinetic energy phenomenon. Moreover, the use of algebraic equations to explore
the relationships between the three scientific concepts, mass, speed, and kinetic energy
(Figure 5), and the plotting of kinetic energy vs. speed at constant mass (Figure 6) to explore
the relationships between the two concepts, speed and kinetic energy (Figure 3), reinforced
the idea that mathematical models determine nature and not the reverse. Beyond this,
neither the data included in the table (e.g., Figure 3) nor in the graphs (Figure 6) represented
actual values of the kinetic energy because they were not experimental results, therefore
they do not represent the real world from the 9th grade students’ perspective.
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In brief, in research lesson 1, the PSTs used complex and abstract representations,
distant from the real world. This approach was not successful in supporting students to
integrate the abstraction of scientific concepts regarding the kinetic energy.

Later, during reflection 1 (Figure 2), the PSTs designed solutions to meet students’
needs in understanding the scientific concepts and the relationships among the variables
involved. For instance, in reflection 1, PST2 and PST3 became aware of the importance of
students observing an experience and visualizing (actual) data to better understand the
scientific concepts as illustrated by the following dialogue between PST2 and PST3:

[02:11:47] PST2: If students do not collect the data, they will hardly understand the
kinetic energy. This is a problem that has not yet been resolved.

[02:12:03] PST3: But we do not have time to change everything [task statement and
lesson plan]!

[02:12:07] PST2: Right, but we can talk about the experimental data and the sensors
used to collect them. Discussing this in class is a step forward.

[02:12:16] PST3: OK. I agree with you (Reflection 1).
This episode exemplifies the reasoning of PSTs that encouraged the changes in the

way they came to represent the scientific concepts. In addition, the reference to the sensors
for obtaining experimental data from an event shows the increased awareness of the PSTs
about the importance of supporting their explanation on data from the “real” world. This
solution was included in research lesson 2 (Figure 4).

The next episode, transcribed below, was extracted from the interview made to PST1.
Similar description was made by PST3 in his interview.

[01:22:43] In the PST2 lesson [research lesson 2], we talked about the sensors and
where they should be placed during the experiment [to collect data]. This discussion was
very much participated in by the students and originated a conversation about sensors and
what they measure. The students did not collect the data but understood how they are
collected and then transformed to compute the maximum acceleration and force during
the collision (PST1, Interview).

In fact, during research lesson 2, PST2 promoted a much participated-in discussion
about sensors and what they measure, about the possible transformations of the data
measured by the sensors, as well as how these data support the understanding of scien-
tific concepts. Thus, from research lesson 1 to research lesson 2, the PSTs improved the
representation of scientific concepts since they also used experimental data collected from
a scientific article rather than only algebraic equations and other complex representations,
such as the Cartesian graphs with fictional data used in research lesson 1. For this reason,
this evidence constitutes a result of Category 2 (Table 3).

Results of Category 2 (Table 3) were also observed from cycle 2 to cycle 3 of the LS
(Figure 2), as illustrated by the following episode. During reflection 2, the PSTs analyzed
the students’ responses and performance in carrying out the task that was proposed to them
during research lesson 2 (the PSTs based these analyses on the students’ responses to the
task and in the video record of the lesson) and verified that some students continued to use
scientific concepts in an abstract way, as well as continued not assigning a physical meaning
to the concepts represented in a graph of acceleration over time. These PSTs’ analyses
catalyzed their design of different MR strategies of the car crash test to be implemented in
research lesson 3 (taught by PST3) to help students to understand the scientific concepts
(e.g., maximum acceleration, maximum force). As such, the data of the car crash test was
shared with the students using a graph of the acceleration over time and simultaneously
photos that represented different phases of the graph. Thus, in research lesson 3, the
students also observed photos that were representations of events closer to real observable
situations, and so the interpretation of the graph (which is a more abstract representation)
became easier. The following dialogue occurred during reflection 2 (cycle 2, Figure 2) when
PST2 was planning to change the representation of the event and illustrates a result of
Category 2:
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[01:52:09] PST3: ( . . . ) Students have many difficulties in mathematics. They will not
be able to interpret the graphs.

[01:52:14] PST1: But we can start research lesson 3 with images showing the position
[of the head of the dummy used in car crash-tests] at different moments of collision on the
wall crash-test and then present the relationship between the images and the corresponding
points on the acceleration graph [over time]. This will help a lot the graph interpretation
(reflection 2).

In fact, during the enactment of research lesson 3, PST3 encouraged students to
discuss the different representations of the crash-test shown and their relation with the
scientific concepts using a sequence of photos of the dummy head in different instants
of the collision, and simultaneously a Cartesian graph plotting a sensor output of the
acceleration of the dummy head over time during the collision. PST3 asked the students
the following question “What is the required information to evaluate the safest baby seat
model?” (field notes from research lesson 3). After 7 min of an extremely rich and intense
discussion between PST3 and the students about the information needed to answer the
question, PST3 wrote on the whiteboard with students’ help the following expressions:
“Car seat model/Price/Maximum acceleration on the dummy head (m/s2)/Maximum
force on the dummy head (N)” (field notes from research lesson 3). The dialogue between
PST3 and the students proceeded as follows:

[00:23:05] PST3: To evaluate the safest baby seat model we need to collect data regard-
ing each of the items written in the whiteboard [points to the whiteboard]. As a group, you
need to plan a process for organizing and collection the data. Let’s do this!

[00:23:17] Student 4: What data?
[00:23:19] PST3: What data do we need to evaluate the safest baby seat model and

how can you collect it?
[00:23:27] Student 13: [We need to know] the price of each model, the acceleration,

and the strength. You have already said which are the models [of baby chairs].
[00:23:26] PST3: The acceleration of what? And the applied force in what? We are

talking about objects, thus we need to identify those objects when explaining the ideas
(research lesson 3).

This discussion illustrates, again, changes verified in PST3 regarding the use of the
MR of the scientific concepts that occurred from research lesson 2 to research lesson 3,
namely the word “data” emerged several times during this dialogue with the students.
This supported students in employing representations closer to the real world, i.e., more
“real” and “concrete” representations than, for instance Cartesian graphics. Consequently,
the students were in better conditions to understand the scientific concepts.

Moreover, PST3 assisted students to reconstruct the experience (i.e., the position of the
dummy head during a crash-test) in which data was measured with sensors and explained
the experiment including the scientific concepts, such as the acceleration using scientific
actual data obtained in the literature. Consequently, the students explored the real world
while appropriating the scientific concepts (e.g., acceleration and strength applied on the
dummy head) and constructed their own meanings.

In addition, PST3 chose not to organize the data related with the crash test experiment,
in particular the mass of the dummy head as well as its maximum force and acceleration
(collected with the sensor during the collision) as well as other relevant information (such
as the models of the baby chairs and price). Instead, PST3 encouraged the students to
elaborate their own organization of the experimental data and then to transform them
into other representations. In this way, PST3 was able to observe the students’ reasoning
and logic, helping them to mitigate the abstraction of the scientific concepts through their
relation with the concrete application under analysis. In fact, the experimental data and
its transformation are very important representations for understanding the concepts
of science.

Thus, the group analysis of the students’ results provided insights about the students’
difficulties and showed to be adequate since it triggered changes in the PSTs on the MR of
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the scientific concepts regarding kinetic energy. The aforementioned changes on the use
of MR were intentionally planned and executed by the PSTs and occurred from research
lesson 1 to research lesson 2 (cycle 1 to cycle 2 of the LS) as well as from research lesson 2
to research lesson 3 (cycle 2 to cycle 3).

In summary, regarding “Changes in the MR that PSTs use to support the teaching of
the scientific concepts”, from research lesson 1 to research lesson 2 (i.e., from the end of
cycle 1 to cycle 2), the PSTs improved the representations to support the teaching of the
scientific concepts since they used a sensor output of the acceleration of the dummy head in
different instants of the collision to explore the relationship between variables rather than
with fictional data, and algebraic equations and graphs both distant from the experience
(car crash test).

From research lesson 2 to research lesson 3, PST3 became aware of the importance of
students observing an experience and visualizing a car crash test. As such, the PSTs again
improved the representations to support the teaching of the scientific concepts since they
used a sequence of photos of the dummy head in different instants of the collision and a
table elaborated by the students to explore variables and its relations and transformations.
Furthermore, in research lesson 3, the (actual) “data” (a representation) emerged several
times during this dialogue with the students. This supported students in employing
representations closer to the real world, i.e., more “real” and “concrete” representations
than graphs and algebraic equations.

5. Discussion

The aim of this research was to investigate changes, promoted by the LS with three
cycles, in the PSTs’ practices regarding the use of MR in teaching kinetic energy. During
the LS sessions, the PSTs were encouraged to deepen their knowledge on the use of MR as
well as to prepare, teach, and improve their practice applying MR. The support for PSTs by
the teacher educators and researchers was guided through inquiry-based strategies (see
3.2. Lesson Study Implementation section).

To examine the changes (and their effect) on PSTs practices, both students and PSTs
activities and performance were collected in 51 h of video records from all sessions of the
LS, in 5.5 h of interviews to the PSTs, and in field notes taken in all LS sessions (by the
three authors). In addition, the materials produced by the PSTs, namely, the research lesson
plans and the tasks prepared for the students to do during the lessons, were analyzed. All
these data showed the occurrence of changes in the PSTs practice over time. From data
analyses of the material collected iteratively emerged two categories of analysis; category
1, changes in the MR that PSTs used to represent cars crash-tests as the “real” world event,
and category 2, changes in the MR that PSTs used to support the teaching of the scientific
concepts (Table 3).

It is important to discuss which activities the PSTs conducted and among these, which
were the ones that most likely triggered the occurrence of changes in the PSTs’ practice.

The activities carried out by the PSTs between the enactment of two subsequent
research lessons (i.e., between research lesson 1 and research lesson 2 and between research
lesson 2 and research lesson 3, Figure 2) were basically the same: teaching with observation,
and the research lesson supported by a robust and coherent lesson plan.

Analyzing the material collected during the previous research lesson, namely, both
students’ responses to the task and video record segments, as well as defining strategies to
use MR in the following research lesson aimed to provide an improved support for students’
progress in their learning. These activities were performed during the corresponding
reflection sessions.

Teaching with observation the following research lesson included the refined strategies
regarding the use of MR in teaching the kinetic energy topic.

Thus, the activities from research lesson 1 to research lesson 2 (i.e., cycle 1 to cycle 2)
and from research lesson 2 to research lesson 3 (i.e., cycle 2 to cycle 3)—namely, teaching and
observing, collecting student data, investigating challenges to student learning, creating
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possible solutions to help students learning and (re)testing—were the activities of the LS
that triggered the occurrence of changes regarding the use of MR in the PSTs’ practice.
Since there were changes over the three cycles, (i.e., from cycle 1 to 2 and from cycle 2 to 3)
(Figure 2), one may infer that the three cycles of the LS had a positive effect on the results
obtained in this investigation. However, from research lesson 1 to research lesson 2 (i.e.,
end of the cycle 1 to cycle 2), changes occurred both in the MR of the event (category 1) (see
Section 4.1) and in the MR of the teaching of scientific concepts (category 2) (see Section 4.2)
while from cycle 2 to cycle 3 only occurred changes in the MR of the teaching of scientific
concepts (see Section 4.2). That occurred because from cycle 2 to cycle 3, the MR of the
event (category 1) remained successful (see Section 4.1, last paragraph).

Previous research studies seemed to encourage the implementation of more than one
cycle in the LS, in the context of PSTs teacher education [18,20,21,41,52,53]. Similar results
were found in the current investigation. Despite these promising results concerning the
repetition of LS cycles, researchers [38] argued that in case of in-service teacher education,
the group of teachers rarely repeats a cycle in LS in Japan. Researchers [40] showed
that outside of Japan, the effectiveness of LS is uneven due to misunderstandings on the
structure and certain practices of this teacher education program. Namely, outside of Japan,
it is common to omit the lesson planning that helps teachers to gain knowledge and insight
into science as well as about student thinking [47]; to fit an entire LS cycle into one day [48];
and to repeat the research lesson six times.

The purpose of the present study was to use the LS to gain new knowledge for
teaching and learning rather than to create a perfect lesson plan. Thus, this investigation
included three sessions of three hours each to perform lesson planning (Figure 2) as part of
long-term LS (17 sessions). In addition, the goal of implementing three research lessons
was to provide opportunity for each PST to teach and observe a research lesson instead
of obtaining a “perfect” lesson plan. As such, this investigation intended to follow the
original Japanese lesson study [40] as much as possible, as it had to be adjusted to the PSTs’
teacher education.

In other teacher education contexts, the implementation of LS also showed that the use
of MR by PSTs improved, in particular, the use of more diverse and complex representations
over time [8]. In addition, previous studies on the use of MR [6] suggested that PSTs require
involvement in activities that allow reflection upon practice, critique by other participants,
instructional revision strategies, and reimplementation, as typically occurs in LS and as it
was followed in the current investigation (see Section 3.2, Lesson Study Implementation).
Thus, it might be inferred that these were the activities that triggered the occurrence of
changes in the PSTs’ practice.

The current investigation was performed using the LS with an adaptation (namely,
the adjustment of the LS sessions’ content to the previous PSTs’ knowledge) and involving
a small number of PSTs participants (n = 3). In addition, the LS implementation used a
specific topic (in concrete, the kinetic energy) that is taught to 9th grade students. Thus, the
findings of this investigation are valid for the present results. The conclusions’ generaliza-
tion to a wider range of scientific topics (physics and chemistry) and for all PSTs may be,
partially or totally, invalid.

It remains for future research studies to provide a deeper understanding of what other
elements of the LS with PSTs may contribute to enhance their learning regarding MR, and
to other fields related to teachers’ professional knowledge. Studies with PSTs in LS using a
larger number of groups are to be pursued in future investigations.

6. Conclusions

This investigation showed that from cycle to cycle in the LS with PSTs, the MR of the car
crash test event well as the MR of the scientific concepts for teaching kinetic energy became
closer of an observable event that could happen in the “real” world. At the beginning of the
LS, the PSTs used in their practice more abstract and complex representations. However,
while the LS implementation unfolded, the PSTs also started to include more concrete
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representations to facilitate student learning. The findings give more insight and deepens
knowledge regarding the use of MR in physics with PSTs in two perspectives: in the
science educators’ perspective, since it shows how PSTs use MR in physics teaching and
improvements over time, as well as the feasibility of including the LS approach in initial
teacher programs, and from the researchers’ perspective, since it concurs to increase the
literature about the use of MR in science with PSTs in LS.

Author Contributions: Conceptualization, T.C., M.B. and J.P.P.; methodology, T.C., M.B. and J.P.P.;
validation, J.P.P.; formal analysis, T.C. and M.B.; investigation, T.C., M.B. and J.P.P.; data curation,
T.C., M.B. and J.P.P.; writing—original draft preparation, T.C.; writing—review and editing, T.C., M.B.
and J.P.P.; visualization, T.C.; supervision, M.B.; project administration, J.P.P.; funding acquisition,
T.C. All authors have read and agreed to the published version of the manuscript.

Funding: This research was funded by Fundação para a Ciência e a Tecnologia (FCT) under Grant
SFRH/BD/147648/2019.

Institutional Review Board Statement: The study was conducted according to the guidelines of
the Declaration of Helsinki, and approved by the Ethics Committee of Instituto de Educação da
Universidade de Lisboa (date of approval: 15 February 2021).

Informed Consent Statement: Informed consent was obtained from all subjects involved in the study.

Data Availability Statement: The data presented in this study are available on request from the
corresponding author.

Conflicts of Interest: The authors declare no conflict of interest.

References
1. Ainsworth, S. The multiple representations principle in multimedia learning. In The Cambridge Handbook of Multimedia Learning,

2nd ed.; Mayer, R.E., Ed.; Cambridge University Press: Cambridge, UK, 2014; pp. 464–486.
2. Tsui, C.; Treagust, D.F. Introduction to multiple representations: Their importance in biology and biological education. In Multiple

Representations in Biological Education; Tsui, C., Treagust, D.F., Eds.; Springer: Dordrecht, The Netherlands, 2013; pp. 3–18.
3. Roth, W.-M.; McGinn, M. Inscriptions: Toward a theory of representing as social practice. Rev. Educ. Res. 1998, 68, 35–59.

[CrossRef]
4. Latour, B. La Clef de Berlin et Autres Leçons d’un Amateur de Sciences [The Key to Berlin and Other Lessons of a Science Lover]; Editions

la Découverte: Paris, France, 1993.
5. Ainsworth, S. The educational value of multiple-representations when learning complex scientific concepts. In Visualization:

Theory and Practice in Science Education; Gilbert, J.K., Reiner, M., Nakhleh, M., Eds.; Springer: New York, NY, USA, 2008;
pp. 191–208.

6. Bowen, G.; Roth, M.-W. Data and graph interpretation practices among preservice science teachers. J. Res. Sci. Teach. 2005, 42,
1063–1088. [CrossRef]

7. Campbell, T.; Wang, S.K.; Hsu, H.; Duffy, A.; Wolf, P. Learning with web tools, simulations, and other technologies in science
classrooms. J. Sci. Educ. Technol. 2010, 19, 505–511. [CrossRef]

8. Lunsford, E.; Melear, C.; Roth, W.-M.; Perkins, M.; Hickok, L. Proliferation of inscriptions and transformations among preservice
science teachers engaged in authentic science. J. Sci. Teach. Educ. 2007, 44, 538–564. [CrossRef]

9. Mayer, R.E. Multimedia Learning, 2nd ed.; Cambridge University Press: Cambridge, MA, USA, 2009.
10. Gilbert, J.K. Visualization: A metacognitive skill in science and science education. In Visualization in Science Education. Models and

Modeling in Science Education; Gilbert, J.K., Ed.; Springer: Dordrecht, The Netherlands, 2005; Volume 1, pp. 9–27. [CrossRef]
11. Park, B.; Flowerday, T.; Brünken, R. Cognitive and affective effects of seductive details in multimedia learning. Comput. Hum.

Behav. 2015, 44, 267–278. [CrossRef]
12. NSTA/ASTE Standards for Science Teacher Preparation. 2020. Available online: https://static.nsta.org/pdfs/2020

NSTAStandards.pdf (accessed on 19 October 2021).
13. Nuffield Foundation. Beyond 2000: Science Education for Future. Available online: https://www.nuffieldfoundation.org/

project/beyond-2000-science-education-for-the-future (accessed on 21 November 2021).
14. Hill, M.; Sharma, M.D. Students’ representational fluency at university: A cross-sectional measure of how multiple representations

are used by physics students using the representational fluency survey. EURASIA J. Math. Sci. Technol. Educ. 2015, 11, 1633–1655.
[CrossRef]

15. Roth, W.-M.; McGinn, M.K.; Bowen, G.M. How prepared are preservice teachers to teach scientific inquiry? Levels of performance
in science representation practices. J. Sci. Teach. Educ. 1998, 9, 25–48. [CrossRef]

16. Lunsford, E.; Melear, C.T.; Hickok, L.G. Knowing and teaching science: Just do it. In Exemplary Science: Best Practices in Professional
Development; Yager, R.E., Ed.; NSTA Press: Arlington, VA, USA, 2005; pp. 133–146.

http://doi.org/10.3102/00346543068001035
http://doi.org/10.1002/tea.20086
http://doi.org/10.1007/s10956-010-9217-8
http://doi.org/10.1002/tea.20160
http://doi.org/10.1007/1-4020-3613-2_2
http://doi.org/10.1016/j.chb.2014.10.061
https://static.nsta.org/pdfs/2020NSTAStandards.pdf
https://static.nsta.org/pdfs/2020NSTAStandards.pdf
https://www.nuffieldfoundation.org/project/beyond-2000-science-education-for-the-future
https://www.nuffieldfoundation.org/project/beyond-2000-science-education-for-the-future
http://doi.org/10.12973/eurasia.2015.1427a
http://doi.org/10.1023/A:1009465505918


Educ. Sci. 2021, 11, 791 16 of 17

17. Melear, C.T.; Goodlaxson, J.D.; Warne, T.R.; Hickok, L.G. Teaching preservice science teachers how to do science: Responses to
the research experience. J. Sci. Teach. Educ. 2000, 11, 77–90. [CrossRef]

18. Akerson, V.; Pongsanon, K.; Rogers, M.; Carter, I.; Galindo, E. Exploring the use of lesson study to develop elementary preservice
teachers’ pedagogical content knowledge for teaching nature of science. Int. J. Sci. Math. Educ. 2017, 15, 293–312. [CrossRef]

19. Chassels, C.; Melville, W. Collaborative, reflective and iterative Japanese lesson study in an initial teacher education program:
Benefits and challenges. Can. J. Educ. Rev. Can. De L’éducation 2009, 32, 734–763. Available online: http://www.jstor.org/stable/
canajeducrevucan.32.4.734 (accessed on 3 October 2021).

20. Marble, S. Inquiring into teaching: Lesson study in elementary science methods. J. Sci. Teach. Educ. 2007, 18, 935–953. [CrossRef]
21. Jain, P.; Brown, A. Using an adapted lesson study with early childhood undergraduate students. Teach. Educ. 2020, 1–21.

[CrossRef]
22. Sims, L.; Walsh, D. Lesson study with preservice teachers: Lessons from lessons. Teach. Teach. Educ. 2009, 25, 724–733. [CrossRef]
23. Larssen, D.; Cajkler, W.; Mosvold, R.; Bjuland, R.; Helgevold, N.; Fauskanger, J.; Wood, P.; Baldry, F.; Jakobsen, A.; Bugge, H.; et al.

A literature review of lesson study in initial teacher education: Perspectives about learning and observation. Int. J. Lesson Learn.
Stud. 2018, 7, 8–22. [CrossRef]

24. Conceição, T.; Baptista, M.; Ponte, J.P. Lesson study in initial teacher education to stimulate the pedagogical content knowledge
on the topic of speed of sound. Acta Sci. 2020, 22, 29–47. [CrossRef]

25. Van Joolingen, W.R.; de Jong, T. SimQuest: Authoring educational simulations. In Authoring Tools for Advanced Technology
Educational Software: Toward Cost-Effective Production of Adaptive, Interactive, and Intelligent Educational Software; Murray, T., Blessing,
S., Ainsworth, S., Eds.; Kluwer: Dordrecht, The Netherlands, 2003; pp. 1–31.

26. Lemke, J.L. Multiplying meaning: Visual and verbal semiotics in scientific text. In Reading Science; Martin, J.R., Veels, R., Eds.;
Routledge: London, UK, 1998; pp. 87–113.

27. Star, S.L. The politics of formal representations: Wizards, gurus, and organizational complexity. In Ecologies of Knowledge: Work
and Politics in Science and Technology; Star, S.L., Ed.; SUNY Press: Ithaca, NY, USA, 1995; pp. 88–118.

28. Osborne, J. Sacred cows in physics: Towards a redefinition of physics education. Phys. Educ. 1990, 25, 189–196. [CrossRef]
29. Ainsworth, S.; Prain, V.; Tytler, R. Drawing to learn in science. Science 2011, 333, 1096–1097. [CrossRef]
30. Bodemer, D.; Ploetzner, R.; Feuerlein, I.; Spada, H. The active integration of information during learning with dynamic and

interactive visualisations. Learn. Instr. 2004, 14, 325–341. [CrossRef]
31. Roth, W.-M. Where is the context in contextual word problems? Mathematical practices and products in grade 8 students’

answers to story problems. Cogn. Instr. 1996, 14, 487–527. Available online: https://www.jstor.org/stable/3233784 (accessed on
21 November 2021). [CrossRef]

32. Arias, A.M.; Davis, E.A. Supporting children to construct evidence-based claims in science: Individual learning trajectories in a
practice-based program. Teach. Teach. Educ. 2017, 66, 204–218. [CrossRef]

33. Bowen, G.M.; Bartley, A.; MacDonald, L.; Sherman, A. Experiences with Activities Developing Pre-service Science Teacher Data
Literacy. ASTE Ser. Sci. Educ. 2016, 243–269. [CrossRef]

34. Enzingmüller, C.; Prechtl, H. Constructing Graphs in Biology Class: Secondary Biology Teachers’ Beliefs, Motivation, and
Self-Reported Practices. Int. J. Sci. Math. Educ. 2021, 19, 1–19. [CrossRef]

35. Clark-Wilson, A.; Hoyles, C. A research-informed web-based professional development toolkit to support technology-enhanced
mathematics teaching at scale. Educ. Stud. Math. 2019, 102, 343–359. [CrossRef]

36. Gardner, S.; Suazo-Flores, E.; Maruca, S.; Abraham, J.; Karippadath, A.; Meir, E. Biology Undergraduate Students’ Graphing
Practice in Digital Versus Pen and Paper Graphing Environments. J. Sci. Educ. Technol. 2021, 30, 431–446. [CrossRef]

37. National Research Council. Inquiry and the National Science Education Standards: A Guide for Teaching and Learning; The National
Academies Press: Washington, DC, USA, 2000. [CrossRef]

38. Fujii, T. Designing and adapting tasks in lesson planning: A critical process of lesson study. ZDM Math. Educ. 2016, 48, 411–423.
[CrossRef]

39. Stigler, J.W.; Hiebert, J. The Teaching Gap; Free Press: New York, NY, USA, 1999.
40. Takahashi, A.; McDougal, T. Collaborative lesson research: Maximizing the impact of lesson study. ZDM Math. Educ. 2016, 48,

513–526. [CrossRef]
41. Conceição, T.; Baptista, M.; Ponte, J.P. Lesson study as a trigger for preservice physics and chemistry teachers’ learning about

inquiry tasks and classroom communication. Int. J. Lesson Learn. Stud. 2019, 8, 79–96. [CrossRef]
42. Fernandez, M.L. Investigating how and what prospective teachers learn through microteaching lesson study. Teach. Teach. Educ.

2010, 26, 351–362. [CrossRef]
43. Fernandez, C.; Cannon, J.; Chokshi, S. A US–Japan lesson study collaboration reveals critical lenses for examining practice. Teach.

Teach. Educ. 2003, 19, 171–185. [CrossRef]
44. Zhou, G.; Xu, J.; Martinovic, D. Developing pre-service teachers’ capacity in teaching science with technology through microteach-

ing lesson study approach. EURASIA J. Math. Sci. Technol. Educ. 2016, 13, 85–103. [CrossRef]
45. Parks, M.; Oslick, M.E.; Tichenor, M. Cooperating Teachers: Willing partners or reluctant participants? STRATE J. 2020, 29, 1–10.

Available online: https://files.eric.ed.gov/fulltext/EJ1243763.pdf (accessed on 21 November 2021).
46. Zeichner, K. Rethinking the connections between campus courses and field experiences in college-and university-based teacher

education. J. Teach. Educ. 2010, 61, 89–99. [CrossRef]

http://doi.org/10.1023/A:1009479915967
http://doi.org/10.1007/s10763-015-9690-x
http://www.jstor.org/stable/canajeducrevucan.32.4.734
http://www.jstor.org/stable/canajeducrevucan.32.4.734
http://doi.org/10.1007/s10972-007-9071-6
http://doi.org/10.1080/10476210.2020.1826424
http://doi.org/10.1016/j.tate.2008.10.005
http://doi.org/10.1108/IJLLS-06-2017-0030
http://doi.org/10.17648/acta.scientiae.5315
http://doi.org/10.1088/0031-9120/25/4/303
http://doi.org/10.1126/science.1204153
http://doi.org/10.1016/j.learninstruc.2004.06.006
https://www.jstor.org/stable/3233784
http://doi.org/10.1207/s1532690xci1404_3
http://doi.org/10.1016/j.tate.2017.04.011
http://doi.org/10.1007/978-3-319-32447-0_13
http://doi.org/10.1007/s10763-019-09975-2
http://doi.org/10.1007/s10649-018-9836-1
http://doi.org/10.1007/s10956-020-09886-w
http://doi.org/10.17226/9596
http://doi.org/10.1007/s11858-016-0770-3
http://doi.org/10.1007/s11858-015-0752-x
http://doi.org/10.1108/IJLLS-11-2018-0081
http://doi.org/10.1016/j.tate.2009.09.012
http://doi.org/10.1016/S0742-051X(02)00102-6
http://doi.org/10.12973/eurasia.2017.00605a
https://files.eric.ed.gov/fulltext/EJ1243763.pdf
http://doi.org/10.1177/0022487109347671


Educ. Sci. 2021, 11, 791 17 of 17

47. Lewis, C.; Perry, R.; Friedkin, S. Using Japanese curriculum materials to support lesson study outside Japan: Toward coherent
curriculum. Educ. Stud. Jpn. Int. Yearb. 2011, 6, 5–19. [CrossRef]

48. Takahashi, A.; Watanabe, T.; Yoshida, M.; Wand-Iverson, P. Improving content and pedagogical knowledge through Kyozaikenkyu.
In Building our Understanding of Lesson Study; Wang-Iverson, P., Yoshida, M., Eds.; Research for Better Schools: Philadelphia, PA,
USA, 2005; pp. 101–110.

49. Patton, M.Q. Qualitative Evaluation and Research Methods, 2nd ed.; Sage: Newbury Park, CA, USA, 1990.
50. Strauss, A.; Corbin, J. Basic of Qualitative Research. Grounded Theory Procedures and Techniques; SAGE: Newbury Park, CA, USA,

1990.
51. Miles, M.B.; Huberman, A.M. Qualitative Data Analysis: An Expanded Sourcebook, 2nd ed.; Sage: Newbury Park, CA, USA, 1994.
52. Danday, B. Active vs. passive microteaching lesson study: Effects on pre-service teachers’ technological pedagogical content

knowledge. Int. J. Learn. Teach. Educ. Res. 2019, 18, 181–200. [CrossRef]
53. Juhler, M.V. The use of lesson study combined with content representation in the planning of physics lessons during field practice

to develop pedagogical content knowledge. J. Sci. Teach. Educ. 2016, 27, 533–553. [CrossRef]

http://doi.org/10.7571/esjkyoiku.6.5
http://doi.org/10.26803/ijlter.18.6.11
http://doi.org/10.1007/s10972-016-9473-4

	Introduction 
	Background 
	Multiple Representations in Physics Teaching 
	Lesson Study 

	Method 
	Characterization of the Participants in the Research 
	Lesson Study Implementation 
	Data Collection and Analysis 

	Results 
	Changes in the MR That PSTs Used to Represent Car Crash Tests as the “Real” World Event (from Research Lesson 1 to Research Lesson 2) 
	Changes in the MR That PSTs Used to Support the Teaching of the Scientific Concepts (from Research Lesson 1 to Research Lesson 2 and from Research Lesson 2 to Research Lesson 3) 

	Discussion 
	Conclusions 
	References

