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INTRODUCTION 
 

“The mind is wandering, picking and choosing, pretending free will, imagining itself rational 

while it is unrestrained.” 

Vilmos Csányi 1 

Teacher education that emphasises adaptation, lifelong learning, the development of personal 

competences and individual autonomy has made reflectivity a central concept, which is 

considered a driving force in the formation of professional self-image and identity. In addition 

to the perception, awareness and critical analysis of one’s own thought patterns, the emotional 

dimension of reflections may also emerge, thereby supporting, or hindering attitude change. In 

our research, we therefore investigated the possibilities, criteria and hurdles of developing 

reflective practice in the construction of the professional self-image of prospective teachers in 

the context of action research, with the aim to improve the practice of teacher education. 

1. RELEVANCE AND SIGNIFICANCE OF THE TOPIC  
The results of international and national research point to the phenomenon that teacher 

candidates entering higher education already posess an unreflected personal opinion, an 

established set of beliefs (Falus, 2002, 2006; Dudás, 2007; Kimmel, 2007), and these strong, 

naive views act as a filter, an interpretive lens during teacher education influencing its 

effectiveness. An important lesson we learn from research is that pre-training experiences 

emerging in the personal narratives of students influence the development of their professional 

self-image (Hercz, 2016) while the successful exploration of these experiences support the 

professional socialisation process of prospective teachers (Szivák, 2002), by overcoming deep-

rooted patterns. The problem background of our research is the possibility of shaping students’ 

professional self-image in the context of teacher training. Action research was carried out as 

part of the teacher education programme at the University of Pécs, Faculty of Humanities, 

Institute of Education Sciences embedded in a course for second year students (Education and 

School) using the methodology of co-operative learning and collaborative teaching, as well as 

applying a bilingual model. During the course we created conditions that enabled the students 

to reflect on their own emerging experiences.  

1.1 Formulation of the research questions 
In line with the action research methodology, the research was based on a set of open-ended 

questions and problems rather than hypotheses. Our research aimed at exploring the extent to 

which reflective practice in action research influences the views of students, and at investigating 

the means, conditions and limitations of developing reflective practice. Our research questions 

were formulated with a view to embeddedness (possible interventions) in action research:  

 
1 Csányi Vilmos (2019) The global mind. Reflections on the world. Libri Könyvkiadó (translation by the 

author) 



How can students’ reflection be deepened, i.e., how do teacher candidates move from reflecting 

on the teaching/curriculum to reflecting on the learning process?  

How can we encourage students to reflect more consciously on the teacher-role (their own, 

constantly evolving image as a teacher) in addition to their own reflections as students? How 

can we promote a more conscious use of student reflections in order to support their own 

professional development? 

2. RESEARCH METHODOLOGICAL BACKGROUND 
The research presented in the dissertation can be related to Embedded Design, whose most 

important criterion is that the results of the secondary (quantitative) method should be 

interpreted as embedded in the data of the primary (qualitative) method (Sántha, 2015). In our 

case, the quantification procedure (administering the Psychological Immune Competence 

Inventory) is embedded in a predominantly qualitative study (analysis of reflective texts 

applying Grounded Theory). 

2.1 The main research strategy of the dissertation: action research 
In contrast to normative research, action research does not seek to investigate isolated 

phenomena, but rather to evaluate and learn from uncontrolled change resulting from 

interventions. Our own interpretation is close to the approach that defines action research not 

as a method, but rather as a scientific approach (Grasselli, 2009) or strategy that does not aim 

to prove a hypothesis, but to create a model that can be applied in the field of education. This 

dissertation provides a multi-perspective overview of action research as a scientific approach 

and our main research strategy, following a logic that moves from macro-level (historical, 

social) interpretations through meso-level (pedagogical) interfaces to micro-level perspectives 

of the researcher. 

   

 

Figure 1: A multi-perspective overview of action research (own editing) 
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2.2 Methodological aspects of action research  
By choosing action research as a participatory paradigm, the researcher accepts that there is no 

such thing as value-neutrality or a completely objective research and is aware that their own 

role must be subject to constant critical scrutiny in the process. The emphasis is put on 

reflection, on making explicit the potential for bias in a process in which the researcher is 

willing to confront him/herself (Mitev, 2015). The aspects of (internal) validity of participatory 

action research are defined by Csillag (2016) as the pillars for ensuring authenticity: critical 

attention and openness, integration of theory and practice, participation based on 

methodological-cognitive, political, and emotional empowerement. Since action research is 

highly context-dependent and examines complex, unpredictable life situations, its 

reproducibility is not possible and generalisation (external validity) is limited, conceivable only 

in methodological terms (Bodorkós, 2010). The process approach of action research requires 

the researcher to constantly move back and forth between data and theoretical construction, 

generating new interpretations. Abduction can be understood as a similar mental process, which 

‘gathers all the related information’ (Gyeszli-Sántha, 2015) on a given research, in which the 

place and value of different data and knowledge depend on the extent to which they contribute 

to understanding the problem in question. The relationship between multi-threaded data 

collection and analysis and multi-directional research and thinking is illustrated in Figure 2:  

 

Figure 2: Action research as an abductive space (own ed.) 
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Criticisms of participatory action research often focus on the objectivity of the researcher and 

the emotional engagement that is not only a yield but also a prerequisite of this type of research 

(Málovics, 2019), since one of the pillars of the integrity of action research is engagement, the 

empathy resulting from knowing the problem. The contradiction can be resolved by 

understanding the methodological rigour (detachment, critical attention, reflexivity) and the 

relevance of research (empathy, engagement, contextualisation, co-created knowledge) not as 

polarities but as two independent variables, so that the quality of our research is determined by 

the highest possible level of fulfilment of both criteria (Levin 2012). 

3. SUB-METHODS WITHIN THE FRAME OF ACTION RESEARCH  

3.1 Qualitative text analysis based on Grounded Theory 
The specificity of our research is that the sample was identical with group of prospective 

teachers who participated in the action research and became our partners. We asked the teacher 

candidates participating in the course “Education and School” to reflect on the topic of each 

lesson and their experiences gained during the lessons, by completing the same twelve 

sentences in their own words on each occasion. The 2,004 responses (regarded as whole 

sentences) of the 167 completed questionnaires were transferred to an Excel spreadsheet and 

12 texts were constructed for analysis, so that the content of the cells belonging to a question 

forms a text, which is characterised by being a fragmentary set of shorter sentences, phrases 

and words. In the analysis, coding was performed at word level on the corpus of text created, 

totalling to 12,571 words. Coding based on the text is an open, unstructured process in which 

“categories are formed step by step, the produced codes are continuously ordered, subsequently 

leading to the main and sub-codes, and eventually to the formation of a code hierarchy" (Sántha, 

2022:47). 

 

 

  

 

 

 

 

 

 

 

Figure 3: Phases of the coding process (based on Sántha (2015), own editing) 

For reliability, we used intra-coding and then compared the open categories obtained from the 

first and second coding, for which we calculated a reliability index.  
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The table below shows the results obtained after two (intra)codings of the text constructed from 

the reflections on the third question. 

Coding reflections on question 3:  My most important experience was...  

Number of possible responses: 167  Number of received responses: 167  

Text length: 1142 words.    Coding 1: 05/08/2020  Coding 2: 16/11/2020. 

Table 1: Open and axial coding of student reflections on question 3 (own editing) 

Open coding 1 

Number of main 

codes: 9 

 

Axial coding 1 

(subcodes) 

Open coding 2 

Number of main 

codes: 9 

Axial coding 2 

(subcodes) 

Selective codes MEMO 

TEACHER ROLE 

(17) 

 

explain (2) 

express an opinion 

2) 

I could go up/talk at 

the blackboard (2) 

teach (3) 
I have explained 

give an 

opinion/recite text 
(3) 

I presented (2) 

convinced 
I transferred 

AS A TEACHER (9) I explained (2) 

had to teach (3) 

I could explain to the 

group 

I presented 

I listened to dissenting 
opinions (2) 

 

 

GROUP  

IDENTITY 

 

 

 

 

 

 

 

 

 

 INDIVIDUAL 

EXPERIENCE 

 

 

 

 

 

 

STUDENT 

ROLE 

 

 

 

 

 

 

 

 

 

 

 

  

 

 

 

 

 

  

 

 

 

 

 

The experiences 

are much more 

closely linked to 

the student role 

than to the future 

teaching activities.  
 

 

WATCHING 

VIDEO (40) 

we watched (36) 

analysed (2) 
we talked about it 

we did a job on it 

 

WATCHING VIDEO 

(39) 

Viewed it, watched it 

(39) 
 

Of which mention of 

the video's subject: 8 
times 

(school, meditation, 

stress management, 
multitasking, bullying) 

Watching videos 

related to the 
learning material 

is the second most 

important 
experience, but it 

is primarily 

"passive 

activity". 

DISCUSSION (14) in a civilised way 

we discussed 

within a group 

established (3) 

argued (4) 
they argued 

dissenting opinions 

(2) 
consult with them  

 

STUDENT ROLES 

(24) 

I learned (2) 

I got to know (2) 

I could have written (2) 

I learned 

we received (pen, tree 
drawing) (2) 

work with others 

had to be solved 
had to talk (lots of 

words, could go up, in 

front of a whiteboard, 
whole group) (4) 

I produced a result 

I guessed right 
express my opinion (4) 

teacher helped 

I said the words 
I passed on the 

information I read 

The role of the 

learner in class 

reflects the 

fulfilment of 

expectations and 
activities are often 

linked to 

permission (I 
could talk, I could 

go up, I could 

write) or 
compulsion (the 

word 'had to' is 

used 14 times).  
 

 

 
Reflection on 

English/foreign 

language at the 
level of 

experience is 

negligible and 
mainly passive 

(comprehension) 

and negative in 
two cases. 

PHYSICAL 

EXPERIENCE (6) 
 

voice warm-up (2) 

paper folding 
write with left hand 

(2) 

glued 

PHYSICAL 

ACTIVITY (5) 

voice exercises (2) 

paper folding 
write with left hand (2) 

I could talk to  

ENGLISH (5)  I understood the 

text/block (3) 

I did not understand 
the task  

the others cannot 

speak 
 

ENGLISH (9) I understood the 

text/block (3) 

watched film/video (2)  
had to solve the 

problem 

I could talk to 
the others cannot speak 

I did not understand the 

task 



COMMON 

PRODUCTS (10) 

poster (5) 

cards to be pinned 

mind-map/ mind-
map/ cluster chart 

(4) 

COMMON 

PRODUCTS (14) 

We put together a T-

chart  

We made a poster (6) 
We made a cluster 

diagram (2) 

We made a mind map 
(2)  

We made a poster  

We decorated the cards 
to be pinned 

The identity of 

micro-groups is 

expressed through 
common activities 

and common 

products.  
 

 

There is a lack of 
personal contact 

and empathy.  

 
 

 
 

The group as a 

space for useful, 
shared work, 

where the 

individual can 
take ownership. 

(This is evidenced 

by the high 
number of 

mentions in the 

debate and 
exchange of 

views.) 

 
 

JOINT ACTIVITIES 

(28) 

sharing ideas (2) 

problem solving (4) 
working together 

(11) 

thinking 
meeting (4) 

Role change 

reading at 
assistance 

storytelling 

choice of names 
development 

 

COMMON 

LEARNING 
ACTIVITIES (49) 

read (4) 

idea shared (2) 
we talked about 

something (5) 

argued (13) (discussed, 
argued, exchanged 

views)  

we worked together 
(co-op) (12) 

tasks 

solved (5) 
we were thinking 

we have isolated the 

concept of 
summarised by 

compared 

we looked at the causes 
downloaded from 

analysed (2) 

COGNITIVE 

ACTIVITIES (13) 

I understand (3) 

I found out 

summary (2) 
I could have known 

(2) 

I got to know (2) 
interpretation 

compare 
I learned 

GROUP IDENTITY (5) name chosen (had to) 

developed by 

worked well 
we helped each other 

personal stories 

Higher levels of 

cognitive 

activities are also 
displayed. 

 

 

EMOTIONAL 

INVOLVEMENT 

(14) 

we laughed (4) 

listened to  

I am enchanted 

I am encouraged 

I was embarrassed 

pride (2  
result, I guessed 

right) 

was a negative 
experience (4) 

EXPRESSION OF 

EMOTIONS (11) 

 

I was heard  

it was good to listen 

we laughed (4) 

I am enchanted 

did not annoy me 

I was embarrassed 
unfortunately they did 

not show up 

there were too many 
 

 

 Emotional 

reflections show 

positive or neutral 

attachment to the 

group or express 

dissociation .  
 

 

 

During the generation of selective codes and their textual interpretation, we relied heavily on 

research memos produced during the open and axial coding process and sought to answer the 

following questions:  

• What is emphasised in the student reflections/what are the reflections directed at?  

• Which identity/experience/activity is increasing in frequency?  

• What attitudes/views/expectations can be outlined? 

• Is there any emotional content and what are the themes it is related to? 

The selective codes are central concepts that emerge from the assimilation and refinement of 

the categories represented in the axial codes. Selective codes “describe all other codes with 

sufficient depth and explanatory power” (Somogyi et al., 2018:9), and help to interpret the 

situations and phenomena observed in action research, as well as providing insights into the 

viewpoints and thought patterns of the teacher candidates participating in the research. In the 



following table, a total of 31 selective codes are presented, generated from the texts related to 

each question.  

Table 2: Summary of selective codes (own editing) 

 

Question 

 

 

Selective code 1 

 

Selective code 2 

 

Selective code 3 

1. I liked/disliked this 

topic because... 

Student role Usefulness ----------- 

2. In this class I learned... Subject knowledge Self-awareness Teacher role 

3. My most important 

experience was... 

Student role Individual 

experience 

Group identity  

4.These are the skills I 

have developed... 

Cooperation Emotional 

Intelligence 

Communication 

5. Looking back, I think 

that what I would do 

differently is... 

Taking responsibility Distancing oneself ------------ 

6. What I questioned... Course content Meta-reflections ------------ 

7. Things I need to 

improve on... 

Working in the 

group 

Own learning Communication 

8. The biggest 

improvement I have made 

is... 

Becoming oneself Emotional 

Intelligence 

Change of mindset  

9. The role/activity in 

which I felt most 

comfortable... 

Security of roles Isolation Security of group  

10. The role/activity that 

made me feel 

bad/embarrassed... 

Taking responsibility Sensitising Language anxiety 

11. The most important 

thing I got from the 

group/learnt from others... 

Supportive 

environment 

Knowledge and 

perspectives  

------------- 

12. The most important 

thing I have taught 

others... 

Supportive 

behaviour 

Usefulness ------------ 

 

3.2. Quantitative data collection: administering and evaluation of the Psychological 

Immune Competence Inventory (PICI) 
As the PICI measures the adaptability that enables individuals to establish and maintain 

appropriate relationship with their dynamically changing environment while maintaining their 

integrity (Forrai, 2011), it was deemed suitable for measuring the impact of interventions 

implemented in the action research cycles during the course. In our research, we plotted 

psychological immunity patterns at the group level and tracked changes in the input and output 

of psychological immunity patterns, which indicate which components of psychological 

immunity we were able to influence during action research. The self-administered, validated, 

standard questionnaire consists of 80 statements describing typical life attitudes, which students 



could decide to what extent they are characteristic of them. Accordingly, they could mark their 

responses on a 4-point Likert Scale, which, when combined, form scales of immunocompetence 

(Kocsis 2015). Each of the 16 scales identifies a dimension of coping potential. The scores of 

each scale indicate the effectiveness of the individual’s coping and adaptation, and presumably 

their indirect effects are reflected in the students’ beliefs, value choices and attitudes (Kocsis, 

2016). The subdivision of the personality components (scales) into sub-scales and their 

interconnection is illustrated in the following figure (4):  

 

 

Figure 4: Source: Oláh 2005 



 

A total of 50 participants took part in the survey, all of them full-time students on the teacher 

training programme of the Institute of Education Sciences at PTE BTK, taking the course 

“Education and School”. Of these, 23 completed the questionnaire as part of the action research, 

and a further 27 served as a control group. The Psychological Immune Competence Inventory 

was used as an input and output measure at the beginning (February 2019) and at the end of the 

course/semester (May 2019). Data were first processed using Student’s paired sample T-Test 

(group-level comparison of input and output scores), which assessed the scores of the three sub-

systems of the Psychological Immune System for the action research study group (n=23). 

Secondly, the change in the total scores of the three sub-systems of the Psychological Immune 

System and the 16 subscales were examined for the action research study group and the control 

group. Analysis of covariance and group-level comparisons of the independent groups were 

performed using a mixed-sample ANOVA in Jamovi. 

 

4. THE IMPLEMENTATION OF ACTION RESEARCH 
 

The activities of action research, such as planning, action, observation, reflection and the 

resulting correction are cyclical. In our case, this means that the planned curriculum and the 

tasks developing competences were not only tested in class, but also became the subject of 

constant observation and monitoring, followed by the multi-level (student/instructor) 

reflections which in turn determined the intervention points (actions).  In the cyclicality of 

action research one cycle was regarded as a unit that included the following four phases: 

Planning: The collaboration of three teachers/instructors involved joint planning, team-

teaching, participant observation as well as providing collegial reflections and acting as ’critical 

friend’. For each 135-minute class three sections of complementary professional content was 

planned consciously building on each-others expertise and determining student input. 

Action: In line with the philosophy of action research, the bilingual (Hungarian and English) 

classes were based on the consistent application of co-operative learning structures and teacher 

collaboration. In this phase, the emphasis was on students becoming allies and partners while 

developing new structures for cooperation and learning. We also created conditions for them to 

experience the need to take responsibility and to work on a possible resolution. The collegial 

collaboration of the three teachers was reflected in a balance between teaching disciplinary 

content, sensitising to special needs education and the development of foreign language 

competences. We integrated our expertise in team-teaching, building on each-other ideas in the 

teaching-learning process either planned or spontaneously. 

Observation: Active participant observation took place during the classes, alternating the roles 

of instructor and observer. The documentation of the observations contributed to planning the 

activities of the next cycle and also served to separate the roles of teacher and researcher as well 

as maintaining a researcher’s outlook. The latter also supported changes of the teacher’s 

perspective on the teaching-learning process and on the students. 



 

 

Figure 5: The action research cycle (own edit) 

 

Reflection: Throughout the cycles of action research we encouraged a structured and systematic 

reflective practice and based the interventions (modification of content and/or methodology) on 

students’ written feedback. We asked them to complete twelve sentences at the end of each 

session anonymously. Individual reflections – providing us with an insight of unique and 

personal nature - were assessed between sessions and taken into consideration in planning 

interventions for the next class. At the end of the course the written feedback of all students 

was recorded electronically and turned into a corpus of text to be analysed applying the coding 

process of Grounded Theory. After each teaching block, 60 minutes of face-to-face discussions 

between the researcher and the invited teachers took place, which served to critically examine 

their own teaching role and to solicit collegial reflections.  

The research period: the action research was carried out between 04 February 2019 and 06 May 

2019 in the framework of the seminar “Education and School”. The conditions of data 

collection: we met with the students 10 times, 3x45 minutes in each session, resulting in 30 

lessons in total. It was important to ensure the active and creative presence of students in the 

action research process, so after having received detailed information at the first session they 

were given the opportunity to ask questions and/or decide not to participate in the research. In 

order to ensure partnership and individual responsibility, a contract was signed with each 

student (who agreed to participate in the research), setting out the framework for cooperation, 

the planned topics and the conditions for course completion. 



5. SCIENTIFIC RESULTS OF THE DISSERTATION  
The data obtained from the analysis of student reflections and the evaluation of the 

questionnaires provided a more accurate picture of the malleability of attitudes and the 

effectiveness of the use of reflective tools in teacher education. Furthermore, it enabled us to 

explore  the students’ attitudes towards a foreign language environment (English as a medium 

in the classroom) and the impact of collaborative learning on students’ attitudes. The nodes 

generated from the data can be matched with the lessons learned from instructor/researcher 

reflections (Zank, 2020). The practical significance of our results is the complex research and 

mental process supporting the development of a meta-perspective approach and the exploration 

of the effectiveness of innovative partnership learning, and the results can be used to define 

competence expectations in teacher training (Mrázik, 2019b).  

5.1 Interpretation of the results 
Our results were evaluated by comparing the qualitative data (key categories obtained in the 

process of text coding) and quantitative data (scores on the PICI scales) extracted during the 

action research process, by matching the nodes generated from the data with researcher/teacher 

observations and reflections, and by checking whether the results converge. The starting point 

for our interpretation is therefore the system of selective codes, for which we used Voyant Tools 

to visualise. To use the tool, all (31) selective codes were edited into a single coherent text, 

uploaded as a corpus, and then, using the Links/Collocation graphs function, network graphs 

were created to illustrate the close or loose connections of keywords in a given context. As an 

example, we present the linkage of three selective codes, “student role” “cooperation” and 

“emotional intelligence”:  

 

Figure 6: Student role links 2 (own ed.) 



 

Figure 7: Cooperative links (own editing) 

 

 

 

 

Figure 8: Emotional Intelligence links 2 (own edit) 

 

 



In interpreting our results, we explored the relationships that emerged from the comparison of 

qualitative and quantitative data, refining and interpreting them using researcher/teacher 

observations recorded during the action research. Our research findings reveal the intented 

effects that emerged as a result of interventions throughout the action research: a shift in the 

student-viewpoint, the formation of a (professional) self-image based on self-awareness of 

prospective teachers, a readiness to reflect on the difficulty of taking responsibility and of self-

acceptance, as well as the role of the cooperative structures used in activating certain areas of 

emotional intelligence and increasing social openness. 

5.2 Recommendations based on the research findings 
Based on the results of the action research, we propose a reflective-cooperative, action-based 

model for teacher training and a new methodology for the development of teacher candidates’ 

competences. A focal point of our proposal is the model embedded in action, the involvement 

of teacher candidates in the process (sensitising, raising awareness, partnership), which is key 

to the change of students’ attitudes, the acquisition of reflective practice which might be suitable 

for the personal development of students during seminar work. The following model (Figure 9) 

includes the factors and interventions that have been made in order to improve the professional 

socialisation and to shape the attitudes of teacher candidates. Since the six input factors 

(learning, teaching, cooperative structures, partnership with students, teacher collaboration, 

reflective practices) were constant components of each action cycle, we can consider this as a 

typified segment of the model, which allows us to draw conclusions for the system as a whole 

(in our case, teacher education as a whole). 

 

Figure 9: Reflective-collaborative, action-based model of teacher preparation (own editing) 

 



The descriptive parameters assigned to the input factors/activities (indicated in the same colour 

in the figure) form a fixed set of parameters that are used to create the calibrated model shown 

in Figure 9. The sensitivity analysis and calibration (carried out during the measurement-

assessment phase of the repeated action cycles) were performed to assess the sensitivity of the 

model to changes in each parameter, which would allow the parameters to be specified as 

accurately as possible (Szatmári, 2013).  

Validation of the model: the basis for the creation of our model was action research set in the 

practice of teacher education, its cyclical process of linking the practice of education and its 

research in the context of teacher training, thus ensuring a satisfactory level of complexity of 

the model. Following a dynamic, iterative process of abduction, our research consciously 

combined the practical relevance of the research (knowledge that emerged from and could be 

reapplied to practice) and the construction of a theory or model (along with the exploration of 

researcher involvement). Observations and experiences drawn from the research process were 

subjected to conscious and consistent reflection and then matched with qualitative and 

quantitative data extracted during the process. This enabled the identification, typing, 

abstraction and interrelationships between the components of the model, thus fulfilling the 

criteria for validation (complexity and causality). Further validation of the reflective-

cooperative action-based model (to demonstrate that it actually and reliably produces the 

expected results) is desirable and possible. Therefore we propose to adapt the model to the 

specific local conditions in the educational context other than the one in our study. Other areas 

of higher education, where the output factors of our model (self-awareness, consciousness, 

responsibility, empathy, change of attitude) are emphasised, may be suitable too, while adult 

and public education (e.g. teacher training) may also benefit from the implementation of the 

activities defined by the model embedded in action research. 

 

5.3 Answering the research questions  
 

The question we formulated before starting the research (in the context of the dilemmas that 

emerge during teacher training) was to what extent the attitude element of teacher competences 

(shaping professional self-image and identity) can be captured and influenced. In the cycles of 

action research, our questions were refined, becoming more precise and subtle, and thus the 

possibility of developing a reflective practice for students, its conditions and constraints, moved 

to the focus of our investigation. Our first question concerned the direction and quality of 

students’ reflection.  

How can students’ reflection be deepened, i.e., how do teacher candidates move from reflecting 

on the teaching/curriculum to reflecting on the learning process?  

 

Students' self-reflections were predominantly focused on the theoretical knowledge and 

information acquired, on the cognitive level of learning, and the importance of “knowing the 

subject matter” was dominant in the teacher candidates’ thinking patterns. The perceived 

usefulness of knowledge (or the tasks to be carried out) conveyed by the subject matter of the 

classes was the primary consideration, while acquisition/learning was a passive, receptive 

process, mostly devoid of critical elements. Instead of focusing on compliance and satisfaction 



expected of teacher candidates, we regularly observed manifestations of acquired inertia, 

making excuses and dysfunctional attitudes. In the students’ reflections on their own learning 

processes, there was a parallel display of individual responsibility and a need to comply 

indicative of school-like thinking. 

Interventions: In response to the observed phenomena and student reflections, our interventions 

focused on conscious group development, reducing the amount of classwork and consistently 

reinforcing cooperative structures. The (cooperative) learning experience in the community 

influenced the participants’ attitudes by changing their behavioural framework. Learning to 

adapt to the frameworks created by the cooperative structures and the willingness and aspiration 

to engage and cooperate was a key factor in the change of attitude.  

Our second question concerned the relevance and intentionality of reflective and self-analytical 

thinking.  

How can we encourage students to reflect more consciously on the teacher-role (their own, 

constantly evolving image as a teacher) in addition to their own reflections as students?  

The language used by the students was strongly influenced by the school-like approach 

(permission, obligation, compulsion), and the codes and student reflections also showed a 

strong sense of deflection and reference to external circumstances. Identification with the role 

of teacher was also mainly determined by conformity to external expectations. The students 

experienced self-acceptance as a challenge, which was mitigated by communication in micro-

groups, providing a safe environment for personal engagement, self- and peer reflection. The 

teacher candidates experienced the typical manifestations of the teacher role, such as speaking 

in front of others, as being stressful.  Students’ reflections on their use of a foreign language 

emphasised the task-oriented nature and the desire to overcome language anxiety, often voicing 

their frustration, and seeing foreign language learning as an end rather than a means of 

communication/learning.  

Interventions: the supportive environment created in the micro-groups had a positive impact on 

individuals’ self-confidence through acceptance and the strengthening of interpersonal 

relationships. The partnership established between instructors and students allowed for a 

regular review of our reactions and ad-hoc decisions as teachers, as well as a meta-level 

reflection of students’ emotionally-based and critical comments. 

Our third question focused on the role of reflections in professional development. 

How can we promote a more conscious use of student reflections in order to support their own 

professional development? 

The intended effects of the action research interventions were manifested in a shift in the 

student-viewpoints, in the formation of a (professional) self-image based on self-awareness as 

reflected by others, in raising the difficulty of taking responsibility and self-acceptance to a 

reflective level, and in the activation of certain areas of emotional intelligence and an increase 

in social openness. 

 



7. SUMMARY  
In the strategic type of action research process, reflective and collaborative work has outlined 

the interventions needed to make teacher education more effective and the results can be used 

to make the collaboration between actors of public and higher education more effective (Vida, 

2019). From the perspective of the student teachers action research may become “a tool for the 

synthesis of the research-based training paradigm and the practice-based training in teacher 

education” (Csíkos, 2020:19). Action research as a process supporting individual 

teacher/researcher development (professionalisation) also represents a professional 

responsibility to improve the practice of teacher education. We have found that the action-based 

model we have created is well adaptable to the development of a professional dialogue based 

on mutual respect, acceptance and openness, and thus it is also suitable for protecting the 

psychological immune system of teachers/instructors. Along with the action-based nature of 

the model and the involvement of teacher candidates in the process, another focus of our 

proposal is the practice of collegial reflection as part of the multi-teacher model, supporting 

researcher introspection (constructive criticism, raising new perspectives). Teacher 

collaboration in action research opened up multiple levels of reflection allowing the researcher 

to explore the connections between different contexts (institutional setting, classroom 

competence development, shared construction of knowledge, research methods). The novelty 

of this dissertation is in its extension of the practical methodology and broadening of the 

theoretical base of teacher preparation:  

- It presents a comprehensive overview of the possible contexts of action research and its 

practical applications in education. 

- It demonstrates the implementation of the multi-contextual model of action research in 

practice. 

- Action research is embedded in the context of the Pécs ’Think Tank of Education’ and 

interpreted as the realization of the cooperative paradigm. 

- It offers innovative approaches to research methodology: it applies the Grounded 

Theory coding procedure to fragmented texts, and uses the Psychological Immune 

Competence Inventory for both input and output measurement. 

- It presents the application of the combined paradigm (including embedded analysis) in 

the context of a specific action research project. 

- It attaches particular importance to the researcher’s position, its definition and 

interpretation in the light of the qualitative criteria of action research.  

- It presents a working model and lessons learned from an implemented teacher 

collaboration. 

- It is expected to contribute to a more subtle understanding of student reflectivity as a 

central factor in teacher education. 

- It constructs and describes an action-based reflective-cooperative model for teacher 

training that can be adapted to educational contexts other than the one in our study.  
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