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A B S T R A C T

Action research enables teachers to critically reflect on their teaching practices while generating insights that 
promote improvement. However, in Spain, teacher training programs often underemphasize research skills, 
which has significant implications for teacher identity development. This qualitative study seeks to extend our 
understanding of how action research design can facilitate the development of a teacher-inquirer identity among 
in-service educators. Eighteen in-service teachers participated in a Master’s course on Educational Research, 
where they designed an action research project as part of their training and produced reflective journals, fourteen 
of which were subsequently analyzed through content analysis. Employing the motivational model as a con-
ceptual framework, this study highlights how engagement with structured action research design supports the 
transformation of teachers’ professional identities by challenging existing beliefs about research, reshaping 
perceptions, and providing new insights into classroom practices. The findings have important implications for 
teacher training programs, practitioners, and researchers seeking to enhance teaching quality and student 
learning outcomes.

1. Introduction

Teachers’ professional identity has been subject to ongoing trans-
formation, influenced by global changes in epistemological perspectives 
and the shifting demands placed on the teaching profession. Historically, 
being a “good” teacher was primarily associated with having extensive 
subject knowledge, a perspective grounded in Shulman’s (1986)
research on teacher knowledge. However, contemporary educational 
inquiry has broadened this standpoint by acknowledging the signifi-
cance of both professional identity and the quality of teacher education 
in sculpting effective pedagogy (Brooks & Scott, 2000; Day & Leitch, 
2001).

In the current educational milieu, teaching is recognized as a com-
plex and multifaceted vocation that encompasses cognitive, emotional, 
and ethical dimensions. Teacher attributes and dispositions such as care, 
equity, and trust are critical for promoting students’ academic, social, 
and emotional development (Noonan, 2019). Hence, teachers’ 

professional identities must reflect this complexity, addressing not only 
the question of “how to be” but also “how to act” as a teacher (Schutz 
et al., 2020). Teacher identity, according to Clandinin et al. (1999), 
develops through personal narratives—teachers’ “stories to live 
by"—which illustrate how they perceive and define themselves in their 
professional roles.

The development of teacher identity is an ongoing, context- 
dependent process shaped by the interplay of personal beliefs, profes-
sional experiences, and societal discourses, as it evolves through the 
negotiation of these interconnected factors (Scott & Dinham, 2008). This 
nonlinear process intertwines past experiences as a student with present 
teaching encounters, evolving through a dynamic interaction between 
internal convictions and external expectations (Berliner, 2004; Dewey, 
1902). As teachers construct their professional narratives, various di-
mensions of their identity come to the forefront: subject matter exper-
tise, pedagogical proficiency, facilitation of learning, and critically, the 
role of an investigator in their own teaching practice (Badia et al., 2020; 
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Freire, 1985; Jonker et al., 2018; Korthagen et al., 2006).
The concept of teachers’ professional identity has garnered 

increasing scholarly attention over the past fifteen years, with research 
concentrating on how teachers behave, perform their roles, and engage 
in learning (Akkerman & Meijer, 2011; Beauchamp & Thomas, 2011; 
Beijaard et al., 2004; Meijers & Hermans, 2018). This burgeoning 
literature underscores the significance of inquiry in teacher identity 
formation, with the inquiry being conceptualized as a methodical and 
systematic process of exploration in which educators critically examine 
their pedagogical practices to stimulate enhancement. This inquiry 
frequently emerges when teachers encounter challenges or issues within 
their professional environments, which prompts critical reflection and 
deliberation. As Cochran-Smith and Lytle (2009) argue, inquiry pro-
cesses emerge at the intersection of theory and practice, enabling 
teachers to not only apply knowledge but also generate it. This identity 
as a teacher-researcher or teacher-inquirer is crucial for fostering critical 
thinking, self-efficacy, and agency in the teaching profession (Trent, 
2011).

According to Yendol-Hoppey et al. (2019), the formation of a 
teacher’s professional identity as an inquirer entails embedding inquiry 
into routine practice and enabling educators to perceive themselves as 
active creators of knowledge rather than their passive recipients. A 
substantial body of literature identifies action research as both a 
reflective and investigative instrument, serving as a powerful tool for 
promoting teachers’ growth as inquirers into their own practices. 
Indeed, research demonstrates that teachers who engage in action 
research are better equipped to integrate theoretical knowledge with 
classroom practice, leading to more effective instructional strategies and 
assessment techniques (Ismail et al., 2019). This inquiry-based approach 
enhances teachers’ ability to contribute to the discourse on effective 
teaching, which ultimately leads to improved educational outcomes 
(Earl & Katz, 2006; Earl & Timperley, 2008).

The development of a teacher-inquirer identity should be encour-
aged early in teacher training, as it can shape how teachers approach 
their work, fostering autonomy and critical reflection 
(Darling-Hammond, 2006). Without this emphasis, both the quality of 
teaching and student learning outcomes are prone to suffer (Johnson 
et al., 2015). Reflective practice and inquiry are fundamental elements 
in teacher identity construction, offering the means for educators to 
examine their beliefs, practices, and professional growth (Dewey, 1963; 
Fives & Gill, 2014). Through systematic inquiry, teachers gain insight 
into the complexities of their classrooms, which enables them to chal-
lenge their assumptions and improve both their teaching and their stu-
dents’ learning outcomes (Marsh & Deacon, 2024; Menter et al., 2011). 
However, despite its potential, research is often marginalized in teacher 
education programs, particularly in contexts like Spain, where emphasis 
tends to be placed more on practical knowledge acquired in classrooms 
than on educational research (Valverde, 2015).

In light of the existing body of research, the present study seeks to 
extend our understanding of how action research design can facilitate 
the development of a teacher-inquirer identity among in-service edu-
cators. Initiated as part of an effort to integrate research-based inquiry 
into teacher education, this study responds to the recognized need for 
fostering research competencies among in-service teachers in Spain. 
Conducted within a Master’s program in Pedagogy, the study leveraged 
a structured action research-based course that emphasizes research- 
oriented professional development. Given the participants’ back-
ground as in-service teachers, the program provided a unique opportu-
nity to examine how engagement with systematic inquiry influences 
professional identity formation.

1.1. A motivational framework to explore teacher identity

Teacher identity can be understood as a second-order construct, 
encompassing self-concept, motivation, self-efficacy, and task percep-
tion (Hanna et al., 2020). Apart from that, Pintrich and De Groot (1990)

proposed that exploring teacher motivation, beliefs and emotions is 
crucial for capturing the complexity of teaching and learning processes. 
Similarly, Kelchtermans (1993) emphasized motivation, task percep-
tion, and future perspectives as key components of professional identity.

To explore teacher motivation, the Expectancy-Value Theory (Eccles, 
1983) provides a useful lens. It identifies two key components of teacher 
motivation: (a) the value a teacher assigns to a task (its importance or 
utility) and (b) their expectation of success in performing the task 
(self-efficacy). Task value reflects teachers’ personal goals and beliefs 
about the task’s relevance to their professional identities and aspirations 
(Wigfield & Eccles, 2000) while self-efficacy refers to beliefs in task 
completion success.

Pintrich and De Groot (1990) extended this model by adding an 
emotional dimension, acknowledging the role of emotions in motiva-
tion. Although originally designed for students, this model has been 
adapted to the study of teacher motivation and identity, with evidence 
showing that teachers with higher self-efficacy are more likely to adopt 
innovative instructional strategies and positively influence student 
outcomes (Klassen et al., 2011).

In addition to self-efficacy beliefs, autonomous or intrinsic motiva-
tion (Deci & Ryan, 2000) plays a crucial role in maintaining engagement 
in demanding tasks. Thus, teachers driven by intrinsic motivation are 
more likely to pursue continuous professional development than those 
motivated by external factors (Roth et al., 2007). Likewise, emotions 
such as pride, frustration, or satisfaction profoundly affect teachers’ 
motivation and engagement, influencing their professional efficacy (Gill 
& Hardin, 2015; Sutton et al., 2009).

By framing teacher identity within a motivational model, the study 
aims to investigate (a) how engaging in action research design in-
fluences teachers’ perceptions of educational research, (b) how their 
emotional responses to the research process affect their professional 
growth, and (c) how teachers’ expectations shape their evolving iden-
tities as reflective practitioners.

2. Method

2.1. Context and training

This study was part of a collaboration between two Spanish univer-
sities within an online Master’s program in Pedagogy. The 6-credit 
Educational Research course, held between July and November 2022, 
was designed to cultivate competencies in educational research among 
in-service teachers. Action Research was selected as the fundamental 
approach due to its cyclical, practical, and collaborative nature (Kemmis 
& McTaggart, 1988), making it particularly relevant for teacher devel-
opment. Its potential to improve teaching and enact meaningful 
educational change has been widely acknowledged (Bodman et al., 
2012).

The course was structured into four sequential units: (1) Introduction 
to Action Research, (2) Quantitative Research Techniques, (3) Qualita-
tive Research Techniques, and (4) Action Research Project.

Unit 1 (Introduction to Action Research) introduced participants to 
the fundamental principles of Action Research through lectures, read-
ings, and videos. Conducted synchronously over one week (2 h per day, 
totaling 10 h), this unit familiarized students with the methodological 
framework and required them to identify a problem in their own 
teaching practice.

Unit 2 (Quantitative Research Techniques) covered methodological 
tools for diagnosing and analyzing the identified problem, as well as for 
evaluating both the implementation process and the impact of the 
project. Participants explored different quantitative research tech-
niques, reviewed relevant literature, and examined evidence-based 
strategies for addressing the issue.

Unit 3 (Qualitative Research Techniques) focused on non-numerical 
research methods, such as observations, interviews, focus-groups, and 
thematic analysis. They also designed monitoring techniques to assess 
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the diagnosis, implementation process and evaluate the impact of their 
action plans.

Unit 4 (Action Research Project) brought together the skills acquired 
in previous units, guiding participants in formulating a structured 
action-research plan, including monitoring the action and assessing the 
impact. Participants developed an action plan based on the problem they 
had identified, integrating scientific evidence and the knowledge ac-
quired in the previous units into their proposed interventions. They 
shared their projects with peers, receiving feedback for refinement. Due 
to the course’s duration, participants were unable to implement their 
action plans fully; however, they engaged in a collective reflection ses-
sion at the course’s conclusion. This session encouraged them to apply 
their newly acquired knowledge in their professional contexts beyond 
the course.

While the course primarily aimed to enhance participants’ research 
competencies, a key objective was also to support the integration of 
research into their professional identities.

2.2. Participants

Eighteen in-service teachers enrolled in the course participated in the 
study. The participants had a mean age of 44.7 years (SD = 6.51), 
ranging from 29 to 53 years, and an average teaching experience of 18.2 
years (SD = 6.47). Participation in the study was voluntary, with par-
ticipants given the option to submit reflective journals for analysis. Four 
individuals chose not to submit their journals, resulting in a final sample 
of 14 reflective journals: six authored by women and eight by men.

2.3. Instrument

To gain deeper insights into teachers’ reflections throughout the 
action research project-based course, reflective journals were employed 
as the primary data collection instrument. These journals served as the 
primary data source for the study, providing insights into participants’ 
engagement with action research and the development of their teacher- 
inquirer identities. Thus, the participants document their thoughts, 
emotions, and evolving perspectives on educational research and prac-
tice (Bashan & Holsblat, 2017). By systematically reflecting on both 
theoretical concepts and practical experiences, participants engaged in a 
process of self-inquiry, facilitating their transition toward a 
teacher-inquirer identity.

The journal prompts were designed to encourage critical reflection 
on key aspects of action research and its relevance to teaching practice. 
Specifically, participants were asked to write their responses to the 
following open-ended questions: 

● What do you think research contributes to education and to your 
professional profile?

● How do you think action research can help you educate in a way that 
is consistent with your values?

● From what you have learned, what elements will be useful for your 
professional practice?

● Why is it important to collect information in educational contexts?
● What has your learning contributed to your teaching or educational 

competencies?
● Do you think you will use the instruments studied in this unit in the 

future?

These prompts were intentionally designed to stimulate deep intro-
spection and allow participants the flexibility to articulate their personal 
and professional transformations in response to the course. While par-
ticipants had autonomy over the length and depth of their responses, the 
structure of the prompts ensured that reflections were aligned with the 
study’s objectives, fostering an integrated research-oriented mindset 
among teachers.

To ensure validity, the initial set of journal prompts was developed 

by the researchers in alignment with the study’s theoretical framework. 
The draft was subsequently reviewed by the course instructors and three 
experts in educational research. As no substantive revisions were 
deemed necessary, the final version of the prompts was implemented as 
originally designed.

2.4. Procedure

This study was conducted in accordance with all relevant legal and 
institutional ethical standards (Aristos Campus Mundus, ACM2022_01, 
dated May 11, 2022). Prior to the commencement of the study, partic-
ipants were fully informed about the research objectives, the voluntary 
nature of their involvement, and the confidential treatment of their data. 
Informed consent was obtained from all participants, and pseudonyms 
were assigned to ensure anonymity.

Throughout the course, participants were required to complete 
reflective journal entries at the end of each unit, allowing them to 
document their evolving understanding of action research, their pro-
fessional beliefs, and their approach to integrating research into their 
teaching practice. This process provided longitudinal insights into their 
engagement with action research and the development of their teacher- 
inquirer identity.

By collecting reflections at different stages of the course, the study 
aimed to capture participants’ progressive conceptual shifts and 
emotional engagement with action research. The structured yet flexible 
nature of the journal entries allowed for both individualized and 
comparative analysis, enabling the identification of key themes related 
to teachers’ evolving research competencies and identity formation.

2.4.1. Analysis
A total of 27,000 words were analyzed across the 14 reflective 

journals, with a qualitative content analysis aimed at capturing the 
evolution of participants’ identities as teacher-inquirers. The analysis 
was guided by Pintrich and De Groot’s (1990) motivational framework, 
which includes three key dimensions: Expectancy, Value, and Affect. 
These dimensions provided a structured lens for examining how par-
ticipants perceived their research capabilities, the significance they 
attributed to research, and the emotional responses associated with 
engaging in action research.

To ensure systematic and rigorous analysis, four researchers inde-
pendently categorized the content of the journals using the predefined 
framework. In addition to this deductive approach, an inductive analysis 
—in line with the principles of grounded theory (Strauss & Corbin, 
1990)— allowed for the emergence of an additional category: “Trans-
formation”. This category was integrated into the framework as it 
captured broader identity shifts that were not fully encapsulated by the 
initial three motivational dimensions. Specifically, “Transformation” 
reflected changes in teachers’ self-perception as researchers, as well as 
the emotional challenges and personal fulfillment associated with 
adopting a research-oriented professional identity.

By combining deductive and inductive approaches, the study 
ensured a comprehensive understanding of how action research training 
and project design facilitated professional identity transformation. The 
inclusion of the “Transformation” category enriched the interpretation 
of findings, highlighting the interplay between expectancy (belief in 
one’s ability), value (perceived importance), and affect (emotional 
engagement).

To assess the reliability of the categorization process, Fleiss’s kappa 
coefficient —a statistical measure for evaluating inter-rater agreement 
among multiple raters for categorical variables— was calculated (Fleiss 
et al., 2003). The coefficient adjusts for chance agreement, making it 
widely accepted in social science research. IBM SPSS version 28 was 
used for the analysis.

Agreement levels were interpreted following Landis and Koch’s 
(1977) guidelines, which define slight agreement as <0.20, fair agree-
ment as 0.21–0.40, moderate agreement as 0.41–0.60, substantial 
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agreement as 0.61–0.80, and almost perfect agreement as 0.81–1.00. 
The results indicated sufficient agreement in the “Expectancy” category, 
while “Value”, “Affect”, and “Transformation” demonstrated moderate 
to strong levels of agreement. Discrepancies between researchers’ cat-
egorizations were resolved through consensus discussions, during which 
each researcher articulated their reasoning to arrive at a shared 
understanding.

The qualitative analysis provided an in-depth exploration of how 
participants’ identities as teacher-inquirers evolved throughout the ac-
tion research design process. The categorization framework, integrating 
both deductive and inductive approaches, allowed for a nuanced inter-
pretation of identity transformation. Table 1 presents the final cate-
gories identified in the analysis, along with their respective inter-rater 
agreement values, illustrating the consistency of the coding process and 
the reliability of the findings.

3. Results

The frequencies of the categories derived from the content analysis of 
the reflective journals are summarized in Fig. 1. The most frequently 
identified category was “Value” indicating participants’ recognition of 

research as an integral aspect of their teaching practice, while “Expec-
tancy” was the least represented. In the following sections, we present 
the findings for each category, including representative quotations that 
best capture the essence of each theme.

3.1. Value

The majority of participants expressed an increased awareness of the 
value of research in improving teaching practices. A total of 50 re-
sponses were categorized under “Value”, reflecting participants’ 
growing perception of research as a professional necessity rather than a 
peripheral activity.

For example, June noted, “I consider research to be key in every 
sphere of the field of education”, while Inés emphasized the role of 
research in evidence-based decision-making, stating, “Educational 
research is necessary and, in my view, the best way to obtain evidence 
that helps us with decision making in our educational practice”. Simi-
larly, César highlighted the importance of rigor in research, asserting: 
“Formal research processes are needed to obtain the necessary data, 
with sufficient reliability, in order to draw the right conclusions in any 
important topic to be dealt with".

Beyond its instrumental value, several participants emphasized the 
intrinsic connection between research and their professional identities, 
perceiving inquiry as an inherent aspect of being an educator. Andrés 
described his mindset: 

I feel that educational research should be part of the educator’s 
DNA—curiosity, the desire to keep growing, to gain deeper knowl-
edge, and many other virtues are a part of one’s vocation, at least in 
my case, as a teacher or educator.

Participants also identified practical benefits of research, particu-
larly, the role of action research in fostering collaboration and enabling 
informed decision-making in their classrooms: 

Action research makes possible an active interaction between all the 
educational agents in the classroom (faculty and students); this is 
positive because it places teachers in contact and in collaborative 
work, and even the students can benefit from the improvement. (Jon)

Additionally, participants noted that research adds rigor and credi-
bility to their educational work. Inés stated, “It ensures the scientific 
validity of the ideas and references, thus enhancing the rigor of the 
research work”, while June added, “In my particular case, it will help me 
find better ways to collect information so that I can later analyze it and 
make better decisions when I am assessing a situation".

Participants also recognized the utility of research in improving 
teaching and learning processes, particularly through the systematiza-
tion and organization of information, which helps to improve the quality 
of professional practice. 

[Research techniques] open up a rather clear horizon (…) for 
measuring teaching effectiveness and for establishing adequate 

Table 1 
Definitions of the categories and Inter-rater agreement.

Category Definition Methodology 
of extraction

Inter-rater 
agreement 
(Fleiss’s 
kappa)

Degree of 
agreement

Value Statements 
highlighting 
the general 
importance of 
investigative 
effort in 
teaching 
practice, either 
for its benefits 
or its utility

Deductive kappa =
0.521, z =
10.675, p 
= 0.000

Moderate

Affect Statements 
highlighting 
participants’ 
emotions, 
feelings, and 
frames of mind 
regarding the 
research 
function

Deductive kappa =
0.547, z =
4.830, p <
0.001

Moderate

Expectancy Statements 
reflecting 
participants’ 
beliefs of being 
capable of 
engaging in 
educational 
research 
activities, and 
their goals to 
undertake 
research 
activities in the 
future

Deductive kappa =
0.294, z =
6.032, p <
0.001

Sufficient

Transformation Statements 
reflecting 
participants’ 
perception of 
having 
modified their 
behaviour, 
opinion, or 
value given to 
educational 
research

Inductive kappa =
0.660, z =
13.526, p 
= 0.000

High

Source: Author’s elaboration

Fig. 1. The frequency of each category in the journals.
Source: Author’s elaboration
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performance indicators, so you can verify the suitability of the 
strategies that have been applied. (César)

It is helpful to me in bringing systematization and evidence to my 
educational practice. (Rosa)

Action research processes can be very useful to us as teachers in 
coping with our daily tasks. They develop in us a kind of culture and 
continuous improvement dynamic, also systematizing in such a way 
that it helps us and gives credibility to our efforts. (Andrés)

3.2. Affect

Emotional aspects, including motivation, hope, and interest in the 
subject matter, were referenced 17 times in the reflective journals. 
Participants expressed that engaging with action research concepts 
instilled a sense of purpose and enthusiasm for their profession. For 
instance, Inés remarked, “The idea of empowering teachers to use 
knowledge and reflection in their daily practice seems necessary to me 
and very motivating.” Similarly, María described the experience as 
inspiring: “This unit has meant [the chance] to dream, and see that the 
dream is possible".

A recurrent theme was hope for educational improvement, with 
several participants indicating that action research instilled a sense of 
optimism in them. Olivia articulated, “Action research for me brings 
hope that you can improve education based on evidence".

Participants also expressed a desire to further engage with action 
research in the future, reflecting a growing interest in continuing their 
professional development. Inés, for example, shared, “Action research is 
a very useful tool that I’m excited to learn about and learn how to do it”, 
while Carmen expressed a similar sentiment: “I see that it enriches my 
current function at school, and at the same time it piques my interest. I 
don’t rule out getting more training in this area".

3.3. Expectancy

A total of eight responses reflected participants’ desire and expec-
tation to apply research in their professional practice. While the study 
did not involve direct implementation of action research, participants 
conveyed confidence in using research methods for various aspects of 
teaching, planning, and assessment.

For example, Julian remarked: “It’s going to help me in planning and 
design of my academic subject, and it will enrich the procedures I plan to 
use in evaluation”. Similarly, Jon emphasized research’s practical 
applications: 

In the future I think I will use these techniques in different contexts 
… they can be useful for certain specific experiences with my tutor 
group or in my academic subjects.

Additionally, participants also highlighted their intent to critically 
examine and refine their teaching practices. As Jon reflected: 

I think this will help me to better analyze my daily effort, and to be 
aware of and handle research sources that can be useful to me in the 
future for exploring new educational practices.

June added that research would aid her in "reformulating some of 
[her] tools and generating new ones".

In addition to applying research to existing practices, participants 
noted the potential for innovation in their teaching strategies. Olivia 
articulated the perspective "[What I have learned] is going to give me 
tools to go one step further in the teaching impact that I wish to achieve".

3.4. Transformation

Although participants did not conduct an action research interven-
tion, their engagement with the course material and the design of the 

action research project contributed to shifts in their professional iden-
tities. A total of 12 responses indicated a conceptual transformation 
regarding the role of research in their teaching practice. Participants 
described a renewed vision of their teaching roles, where systematic 
inquiry became an essential part of planning, assessment, and decision- 
making. Rosa explained: 

It has equipped me with greater rigor in planning my class sessions, 
as well as in evaluating them. It has provided me with a wide range of 
ways to obtain data and reach conclusions.

Similarly, Inés noted a shift in her observational and analytical 
approach to teaching:

It’s given me a new vision of my teaching role, with more value given 
to classroom observations, interactions, and information collected 
day by day, shining a light for me to be attentive and find feasible 
ways to systematize this valuable information that comes from direct 
experience with students and with learning processes.

Some participants acknowledged that research had deepened their 
professional reflection, fostering a culture of continuous improvement. 
Rosa commented: 

It has made me look at my way of doing things and take a more 
professional stance … From educational research, I am gaining a 
continuous reflection on my teaching practice.

Others emphasized the challenge of rethinking established practices, 
as articulated by Julian: “It encourages me to not settle for my precon-
ceived view, and to challenge the way I am used to doing things, in order 
to improve”. While some initially found research intimidating, their 
engagement with the course helped them recognize its potential for 
meaningful change: “Although at first it seemed impossible … I have 
realized that it is possible to change things in the way we are working, in 
order to improve our educational practice” (María).

Finally, some participants reported that the course heightened their 
awareness of previously overlooked aspects of their professional work. 
Carlos reflected: “There are many aspects I wasn’t aware of, or I didn’t 
give them the importance they really have".

4. Discussion

This study contributes to the growing body of literature on the 
development of the inquirer dimension within teachers’ professional 
identity, offering insights into how engagement with action research 
design can influence teachers’ professional beliefs, self-efficacy, and 
perceptions of research. While participants did not carry out the full 
action research cycle, their design of an action research project and 
reflective engagement facilitated meaningful shifts in their professional 
identities. The findings suggest that exposure to structured action 
research-based training can help teachers understand research as a core 
component of their professional role, reinforcing previous research on 
teacher identity development (Anspal et al., 2012; Cochran-Smith & 
Lytle, 2009). Four key themes emerged from this study as central to 
teacher-inquirer identity development: (1) teachers’ beliefs about the 
value of educational research, (2) their sense of self-efficacy in con-
ducting research, (3) the emotional dimensions of their engagement, 
and (4) the transformative potential of action research for identity for-
mation as inquirers.

Reframing teacher Beliefs about research. One of the most significant 
findings was that participants recognized the value of research as a tool 
for enhancing teaching effectiveness. This supports previous studies that 
emphasize how teacher beliefs shape instructional decisions and student 
learning outcomes (Kunter et al., 2013; Van den Bergh et al., 2010). 
Participants’ reflections suggest that even without conducting in-
terventions, designing an action research project and reflecting on 
inquiry-based approaches helped them reframe their perceptions of 
research from an abstract academic exercise to a practical and integral 
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component of teaching.
This aligns with findings from Beauchamp and Thomas (2011), who 

argue that teachers who adopt an inquirer stance are more likely to 
engage in systematic reflection and evidence-based practice. Addition-
ally, Pintrich and De Groot’s (1990) motivational model offers an 
insightful paradigm for understanding why participants saw research as 
both useful (utility value) and aligned with their professional 
self-concept (attainment value). These shifts are crucial, as teachers who 
believe research is relevant to their professional roles are more likely to 
sustain inquiry-based practice beyond training programs.

Developing research self-Efficacy. Participants’ reflections indicated a 
growing sense of confidence in conducting research, even though they 
had not yet applied their action research plans in practice. This aligns 
with Bandura’s (1997) theory of self-efficacy, which posits that 
perceived competence is a key predictor of future engagement in a task. 
Increased self-efficacy was evident in participants’ aspirations to use 
research for curriculum design, assessment, and instructional 
decision-making, reinforcing Pintrich and De Groot’s (1990) notion of 
expectancy as a driver of motivation.

A key implication of these findings is that action research training 
can enhance research self-efficacy, even in short-term programs. Previ-
ous studies suggest that teachers with higher research self-efficacy are 
more likely to adopt innovative pedagogical approaches and engage in 
lifelong professional learning (Chesnut et al., 2015; Klassen et al., 2011). 
However, as Wheatley (2002) points out, realistic self-appraisals are 
essential for sustained professional development. Future research should 
explore whether teachers’ confidence in their research skills translates 
into long-term engagement with inquiry-based practices.

Emotional dimensions of research engagement. The findings also high-
light the emotional aspects of teacher identity development. Participants 
frequently expressed motivation, enthusiasm, and hope, indicating that 
engaging with action research reinvigorated their sense of purpose as 
educators. This is consistent with prior studies showing that positive 
emotions can foster professional growth and openness to pedagogical 
change (Schutz & Pekrun, 2007; Zembylas, 2005).

As Gill and Hardin (2015) argue, emotions are deeply intertwined 
with teachers’ professional beliefs and behaviors. In this study, partici-
pants’ enthusiasm for research appeared to enhance their willingness to 
embrace inquiry as part of their teaching identity, as they expressed 
optimism about integrating inquiry into their professional practice. This 
suggests that action research training programs can be structured to 
foster an emotionally supportive environment, reinforcing teachers’ 
intrinsic motivation to engage in research.

The transformative potential of action research. Perhaps the most sig-
nificant contribution of this study is its exploration of how action 
research design—without full implementation—can still catalyze iden-
tity transformation. Many participants described a conceptual shift in 
how they viewed their role as educators, reinforcing conceptual change 
theories (Pintrich et al., 1993). This suggests that teacher identity is 
malleable and responsive to structured engagement with research, even 
in contexts where teachers do not immediately apply research in 
practice.

Sinatra et al. (2012) argue that both cognitive dissonance and posi-
tive emotions can drive conceptual change. In this study, participants’ 
hope, curiosity, and engagement with inquiry-based learning facilitated 
their reconsideration of teaching strategies, classroom interactions, and 
data collection methods. While previous studies emphasize the impor-
tance of conducting action research for professional transformation 
(Elliott, 1991), these findings suggest that even partial engagement (e.g., 
designing research projects and engaging in structured reflection) can 
contribute to the development of an inquiry-based professional identity.

A key implication of this study is that teacher training programs 
should integrate structured opportunities for research engagement, even 
if teachers are not able to complete an action research cycle. By 
emphasizing critical reflection and project design, such programs can 
help teachers internalize research as an essential aspect of their 

professional identity (García-Carrión et al., 2017), paving the way for 
future engagement in inquiry-based practices.

4.1. Limitations and suggestions for future research

Despite its contributions, this study has several limitations. First, the 
short duration of the course prevented participants from fully imple-
menting their action research plans, meaning the study could not cap-
ture the full cyclical nature of action research. However, reflections from 
participants indicate that engagement with research design alone was 
enough to stimulate identity shifts, reinforcing the idea that teacher- 
inquirer identity can develop in stages. Future studies should extend 
the timeframe or include longitudinal follow-ups to examine whether 
these identity shifts translate into sustained engagement with research.

Second, while the sample size was sufficient for a qualitative 
exploration of identity development, the study did not account for 
participants’ prior research experience, which may have influenced 
their responses. Future research could incorporate larger and more 
diverse samples to examine how teachers with different backgrounds 
engage with research training. Additionally, triangulating journal re-
flections with classroom observations or interviews could provide 
deeper insights into how these identity transformations manifest in 
teaching practice.

5. Conclusions

This study examined the development of teacher-inquirer identity in 
the context of an action research training program. Findings suggest that 
engagement with research design and structured reflection can help 
teachers reframe their beliefs about inquiry, build confidence in their 
research abilities, and experience a conceptual shift in their professional 
identity.

While prior research has emphasized the role of action research in 
professional development (Johnson et al., 2015), this study highlights 
that even without full implementation, structured exposure to research 
methodologies can contribute to identity transformation. These findings 
reinforce the importance of integrating inquiry-based learning into 
teacher education programs, ensuring that educators are equipped with 
the skills and mindset necessary for continuous professional growth.

By targeting beliefs, motivation, and emotions, action research- 
based training can serve as a powerful mechanism for reshaping 
teacher identity, ultimately enhancing teaching quality and student 
learning outcomes.
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