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ELEMENTARY TEACHERS AS ACTION 
RESEARCHERS 
Justine Bruyère 
Vanderbilt University, Peabody College 
 

 
Abstract  This research describes the design and findings of a qualitative case study involving four teacher 
researchers from one private elementary school. The teachers embarked on a yearlong project to illustrate 
how the cyclical process of action research (planning, acting, doing, reflecting) might improve pedagogies, aid 
teacher planning time, help students, and enhance programming. The theoretical framework of the study 
elaborates on the concept of praxis (a marriage between theory and action) and communities of practice 
(Freire, 1970; Lave & Wenger, 1991). In education, a common understanding exists that fruitful learning takes 
place when the everyday ‘doing’ is informed by current research; it’s a mindset of tomorrow rather than the 
mentality of yesterday. The research, herein, details a process where teachers see action research as a way to 
expand their own thinking. It sought to explore whether looking deeply at questions about daily practice could 
impact teaching. Researcher observations, team meetings, and participant comments were used to analyze 
and decipher the events that took place in each of the three classroom settings during the fall of 2017 and the 
spring of 2018.  

 
Keywords: teacher action research, reflection, praxis, teacher education. 
 
 
Introduction 
 
Our first meeting was held on a warm autumn Thursday. The three teachers, all of whom I 
had worked with for two school years, sat in my second-grade classroom as we discussed 
their research interests. In this role, I was not acting as their teaching colleague. Instead, I 
acted as a sort of action research mentor- the official title was Action Research Lead. For the 
next 10 months I would not only conduct my own action research, but I would also mentor 
these three teachers through the process of wondering, questioning, gathering, and 
researching. The first meeting then, was a chance for us all to share hopes of what was to 
come and what this research might look like in less than a year’s time. All three teachers, 
Jaclyn, Jerry, and Sarah, shared aspirations for their eventual action research projects. That 
day, and for the following seven weeks, we endeavored to not only understand what action 
research was and how we could use action research in our classrooms, but we also began to 
think deeply and critically about how action research could inform the practice of other 
teachers like us. 
 
My interest in action research stemmed from personal experiences engaging in action 
research as an elementary school teacher and graduate student. This involvement with 
action research was supported by my professors and it was through their mentorship that I 
was able to better understand both my teaching and my students. The goal in the research 
described here was not to provide a one-size fits all approach to utilizing action research at 
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the elementary school level. Instead, this work aims to provide a sample action research 
road map and narrative. 
 
Therefore, in this action research practitioner inquiry, I investigated how action research 
could aid teacher practice, specifically for a kindergarten, music, and a learning specialist 
teacher. While teaching at a private K-6 school, many of my interactions with teachers had 
been informed by both research and best practice. However, none of the conversations 
revolved around teacher-led research. Therefore, in the fall of 2017, I set out to gather and 
analyze data with a team of teachers as my subjects. Together, we each looked at teaching 
through a slightly different lens. My hope during the inquiry was to gain an understanding of 
how helpful a research culture, like the one we began, would be for teachers in their day-to-
day practicing.  
 
Literature Review 
 

Research is a high-hat word that scares a lot of people. It needn’t. It’s rather simple. 
Essentially research is nothing but a state of mind...a friendly and welcoming attitude 
toward change. It’s going out to look for change, instead of waiting for change to 
come. Action research is an effort to do things better and not to be caught asleep at 
the switch. It is the problem-solving mind as contrasted with the let-well-enough- 
alone mind (Kettering as cited in Hubbard and Power, 1993, p. 1). 

 
Teacher self-reflection and practice-based reflection have recently come into view as a 
beneficial tool for educators (Shakman, Bailey, & Breslow, 2017). Educational institutions, 
pre-service teacher programs, and teachers themselves recognize that “teachers must be 
more than mere technicians who carry out a cookbook approach of past instructional 
strategies and who, in turn, are evaluated by a checklist according to their competency in 
doing so” (Hoover, 1994, p. 83). One approach for reflection that is currently receiving wide 
spread interest is that of action research. It is common for teachers who are obtaining a 
Master of Education degree to engage in action research as part of the fulfillment of their 
degree; however, this type of research is not common place following graduation (Pecaski 
McLennan, 2013).  
 
Action research is a process of determining important questions, collecting data, and 
analyzing the data to answer the questions (Carr & Kemmis, 1986). A closer look at teaching, 
learning, schools, and curriculum can lead to genuine and purposeful changes that better 
serve students and the community. Questions for improvement and understanding, in 
relation to teaching, are natural. Inquiry is an important part of teaching and learning. 
Theoretically speaking, the foundations “...of action research in education are grounded in 
the importance that John Dewey gave to human experience and active learning in the 
generation of knowledge” (Herr & Anderson, 2005, p. 673). Dewey saw the teacher as a 
facilitator of knowledge, not the generator of it. This view shifts teachers from the role of 
instructor to the role of a professional reflective learner. A contemplative role, researchers 
agreed, was more likely to create a community of trust and respect where teachers were 
committed to best practices, human relations and partnerships in education (Corey, 1949; 
Herr & Anderson, 2005). Teacher inquiry is a medium for professional growth and 
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understanding. The inquiry process develops from wonderings and power changes in 
teacher practice (Dana, Gimbert & Silva, 2001). Within the bounds of action research, 
teaching and learning grow into a fusion between action and theory. Through this merging, 
teacher researchers are granted “...an opportunity to learn from unfolding experience” 
(Kemmis & McTaggart, 2005, p. 581). Today, teacher researchers see action research as a 
way to expand their own understandings of teaching practice (Herr & Anderson, 2005; 
Shakman et al., 2017). The hope is to enhance teachers’ intellectual activity, not to fill 
“teachers’ heads with new and innovative ideas that may come and go” (Nieto, 2003, p.18). 
Teachers who conduct and participate in action research frequently grow more skilled in 
assessing student learning and making use of data to modify and enhance their teaching 
strategies and lesson delivery (Stagg-Peterson, 2012). In traditional research, researchers 
are on the outside looking in. In action research, the researchers are embedded in the 
research and see themselves as part of the research.  
 
The inquiry looked at how a group of research-minded colleagues worked together to define 
an area of teaching that both interested and perplexed them. Working together in this 
manner, we hoped, would improve and empower our practice helping the teachers to 
“...see themselves as transformers of education... directly benefiting students, their families, 
and other educational stakeholders” (Pecaski McLennan, 2013, p.2). Researching and 
writing about experiences and trials in the classroom, as noted by Pecaski McLennan, can 
operate as the beginning of a transformational experience. The teacher researchers each 
formulated a research problem and questions, collected and analyzed data, and eventually 
discussed the data and outcomes (Bambino, 2002; Curry, 2008; Taylor, 2017).  
 
Methodology  
 
This case study, action research project has been theoretically informed by concepts of 
praxis (Freire, 1970) and the theory of communities of practice, devised by Lave and Wenger 
(1991), whose notions conceptualize learning as both a situated and social interaction. 
Praxis is defined as "...reflection and action directed at the structures to be transformed" 
(Lave & Wenger, 1991, p.126). Through praxis, teachers are able to approach their craft with 
a critical awareness of self and an openness to possibility (Freire, 1970).  
In case study research, investigators “...emphasize, describe, judge, compare, portray, evoke 
images, and create, for the reader or listener, the sense of having been there” (as cited in 
Merriam, 1998, p. 338). As a research strategy, case study has a long history of contributing 
to the field of education (Gibson, 1988; Lightfoot, 1983; Wolcott, 1973). The use of case 
study enables bounded system research through a comprehensive, in-depth data collection 
process in which interviews, observations, and documentation are used to explore the topic 
at hand (Creswell, 2007; Smith, 1978).   
 
Action researchers who approach their work qualitatively, provide “a distinctive way of 
knowing and theorizing about educational and social practices and structures, and thus can 
make distinctive contributions to education knowledge and debate” (Freebody, 2003, p. ix). 
In qualitative research, validity is achieved when continuous and meticulous verification 
strategies are carried out (Creswell, 1998). These careful steps allow the reader to 
authenticate the methods used in the research (Rolfe, 2004). Two of the main validity 
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concerns applicable to this research are researcher bias and generalizability of the findings. I 
have attempted to address validity concerns through triangulation (Creswell & Miller, 2000, 
p. 124).  
 
Triangulation. The purpose of triangulation is to gather validation of findings through 
merging differing perspectives and data. When the perspectives and the data converge, this 
is commonly viewed as the greatest point of validity (Jakob, 2001). As a result, triangulation 
has widely become an accepted practice in social research. 
 
Throughout the course of this yearlong action research project, teachers participated in 
questionnaires and interviews. From October 2017 to June 2018, I carried out this process in 
a repetitive fashion, always revisiting the main research questions and continually revisiting 
and revising my path. The support given to each teacher was unique to their individual 
studies, learning styles, and their experience with research. Detailed records of our course 
work, notes taken during and after our meetings, collected audio recordings, and my 
recorded observations were reviewed to accompany what was happening in each action 
research study. Several overarching topics were used to guide meeting times with the 
teacher/researchers, including: 1) teacher prior-experiences 2) research questions, 3) self-
reflection based on data collection, 4) pedagogical changes/challenges/questions 5) action 
research influence on other areas of teaching (i.e.: student learning), and 6) thoughts about 
action research in general. The meetings included questions about the decisions that 
teachers were making in their research, as well as expectations they had of their students, 
and advice they might give other teachers engaging in action research. These overarching 
topics and questions were used to loosely guide the conversation, though the meetings 
were not scripted in anyway. Each meeting was audio-recorded and transcribed. The data 
generated was reviewed and ultimately discussed with the school curriculum developer, 
who acted as a collaborator throughout the course of this project. As we reviewed and 
grouped common ideas, themes began to emerge. Using theoretical sampling, a “process of 
data collection directed by evolving theory rather than by predetermined” set of ideas, 
common refrains became evident (Strauss, 1987). The following themes emerged from the 
process: teacher confidence, teacher/student relationship, and teacher desire to publish 
work. 
 
Research Questions. As I moved through the research, considering two simple questions 
helped to guide my decisions on how to best support action research in the classroom. 

1) Does action research affect teacher ability to support student learning in math, 
music, and outdoor education? 
2) What role does action research play in teacher knowledge and confidence 
surrounding their research area/interest? 

 
In exploring the relationship between action research and teacher growth, I began with 
theory classes (carried out like a university level course) in which I shared current action 
research (AR) findings, explained the significance and methods for this kind of research, and 
engaged in critical conversations about AR. Thereafter, we conducted shared-research as a 
group, gathering data and compiling our research together. Finally, each of the three 
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teachers carried out individual action research studies. What follows is a detailed account of 
our experiences together.  
 
The Participants.  This research was conducted in a private independent Christian school in 
middle Tennessee. The population was predominantly upper-middle class Caucasian 
families. There were approximately 500 students enrolled in grades K-6. There, 50% of the 
60 teachers held advanced degrees. Each grade level had four classes, with a student to 
teacher ratio of 8:1. Teachers at this private, independent school engaged in approximately 
3,550 hours of professional development each year.  
Purposeful sampling was utilized to select the teacher researchers. Of six teachers who were 
initially presented with the opportunity to participate in this action research group, four 
teachers agreed to join. Three female teachers (myself included) and one male teacher 
participated in this research.   
 
This study, was a call to action responding to the need for teacher voice in the theory 
landscape. Pertaining to action research, this investigation hoped to show that teacher 
research positioned within a community of practice, can contribute to and influence teacher 
praxis. The study, therefore, was socially situated in a community of learners (both expert 
and novice, teacher and student) who work together in a relationship founded on mutual 
respect (Brown & Campione, 1994; Lave & Wenger, 1991; Rogoff, 1994; Wenger, 1998).  
 
The Teachers.  Sarah’s Profile. At the time of this research, Sarah had been a teacher for 
eighteen years. She attained her undergraduate degree at Louisiana State University in 
Communication Disorders. She has taught in rural Mississippi and Memphis. Early on in 
Sarah’s career, her Master’s degree work brought her to a private school in Memphis where 
she was first introduced to Reggio Emilio philosophies of teaching (Hewitt, 2001). While 
pursuing her Master of Early Childhood Instruction and Curriculum Leadership degree, 
University of Memphis, Sarah observed in a school where the outdoor education program 
combined Montessori and Reggio Emilio philosophies. Sarah credits these experiences with 
her love for outdoor, inquiry-based learning. Sarah was a Kindergarten teacher at the school 
where this research took place.  
 
Jaclyn’s Profile. At the time of this research, Jaclyn had been a teacher for eight years. Jaclyn 
attended Perdue University and acquired a Speech, Language and Hearing Sciences 
undergraduate degree. She went on to graduate from Indiana University with a Masters of 
Arts in Speech Language Pathology. In 2010, Jaclyn began teaching at a school for students 
with learning differences and unique learning styles in Tennessee. It was during this time 
that she honed her skills as a Speech Language Pathologist. Later, she moved to the K-6 
private school where this research took place and was serving as a Learning Specialist 
teacher. 
 
Jerry’s Profile.  At the time of this research, Jerry had been a teacher for 10 years. While in 
his teenage years, Jerry was a member of the prestigious Chattanooga Boys Choir. The choir 
performed all over the world. Jerry went to the University of the South for his 
undergraduate degree in Arts with a focus on Vocal Performance. He later attended middle 
Tennessee State University and attained a Master of Arts in Music Education degree. Early 
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on is Jerry’s career, he was the travelling music teacher for an entire school district, 
providing over 1800 students with music education classes. For four years, Jerry held the 
music teacher and choral director position at the private school in middle Tennessee where 
this research took place.  
 
As part of this action research project, the school curriculum developer sought to oversee 
the entire project. Together, we met a total of 6 times to discuss each research project. Our 
conversations tended to focus on teacher growth.  
 
Schedule.  The group met bi-weekly for the entire school year and for two 30-hour work 
weeks when the school year had ended. In all, each teacher spent over 120 hours devoted 
to the action research project. 
 
Table 1:  Action Research Timeline 
  Month Week  Focus Questions/Themes 
October 1 & 2 Theory • What is action research? 

• Why should teachers research? 
• What’s not working as it should in 

your classroom? What could be 
improved? 

November 3 & 4 Theory and Practice • What does school action research 
look like?   

• How do you know when you’re on 
the right path? 
- Working toward a research 

question. 
- Unpacking data 
- Staying focused during 

research 
December 5 Team Research • Conducting a mini-inquiry as a 

team 
• What is a literature review? 
• How do I write a literature review? 

January 6 & 7 Team Research • Compiling and coding data 
• Synthesizing and communicating 

findings 
• The writing process 

February 8 & 9 Reflecting and 
Planning 

• Review and reflect on Team 
Research project 

• Planning for independent research 
- Qualitative or Quantitative? 
- Whole class or small group? 
- Teachers? Students? 

Administrators? Parents? 
- Approvals and ethics. 
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March 10 & 11 Planning & 
Researching 

• Meeting to share research plan. 
• Obtain necessary consent forms 
• Begin data collection 

April   
 

12, 13, 14, & 15 Data Collection • Cycle for continuous improvement 
(Plan, Do, Study, Act) 

• Writing literature review 
• Improving research through 

reflection 
 

May 16 & 17 
(Each day for 
two weeks) 

Coding & Writing • Drawing conclusions 
• Peer editing 
• Revising 
• Sharing 
• Next steps and conferences 

 
 
From October thru February, the teacher researchers and I met for what will be described as 
an action research course. The action research course consisted of 90-minute long sessions 
where action research projects (including videos, journals, presentations, and reflection) 
were discussed and interpreted. Guided by the work of Kemmis, McTaggart, and Nixon 
(2014), we considered common obstacles to action research, the advantages of using action 
research in the classroom, and the ways in which action research could bring about change 
in our practice. During our first meeting, we named ourselves OHARE, which represented 
our school name followed by ‘Action Researchers in Education’.  
 
In mid-November and through January, the teacher researchers completed a group action 
research project that aimed to reduce transition times in classrooms using music as a 
motivator. Each teacher action researcher read journal articles, compiled rich citations, and 
conducted their own research. For a total of eight-weeks of mixed methods data collection, 
we uncovered that music could be an aid when transitioning from the classroom to 
enrichments and vice versa. Though, in some cases (specifically in learning services), music 
could also be a distraction to the learning that takes place. Our data brought to surface 
questions about what to do when the data collected is ambiguous and how a study might 
change if it were tackled for a second time. Action research in the classroom offers a 
process centered approach to investigations, it asks teachers to reflect on and make 
changes to their practice. During our meeting times, the intention was to encourage teacher 
discussions and comfort with research, so that eventually, each researcher could conduct 
individual studies with confidence. Our shared action research project helped to ground the 
teacher researchers in an experience that would closely resemble their eventual solo action 
research projects. The investigation hoped to show that teacher research positioned within 
a community of practice could contribute to and influence teacher praxis. 
 
Selecting a topic to research for the solo project started with addressing burning questions 
that the teachers had with regards to their practice. To do this, we reflected on areas of our 
teaching that could be improved upon (Herr & Anderson, 2005). Next, we conducted a 
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review of available literature. Then, we discussed the current research, which helped the 
teacher researchers to see if their action research would add to the body of research that 
already exists (Figure 1. shows teacher brainstorming). From here teachers continued to 
consider and refine their questions. Eventually, each teacher selected participants and 
obtained necessary consents to participate. 
 
Once teacher researchers had established both a desire and a need for the research they 
wished to conduct, they began the sometimes-laborious process of exploring research and 
composing their literature review while simultaneously planning their research projects. Bi- 
weekly meetings were held to address concerns and guide the planning and delivery 
process.  

 
Figure 1:  Teacher Brainstorming  
 
During our two weeks of daily work, which took place in May and June, teacher researchers 
were expected to code and organize data. Each of the teacher researchers wrote literature 
reviews and explored their findings with a critical lens. Furthermore, the teacher 
researchers were expected to judiciously review the work of the other teacher researchers 
to provide feedback.  
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Results 
 
What follows is a description of the three themes that emerged from my time and work 
with each of the teachers, teacher confidence, teacher/student relationship, and teacher 
desire to publish work, that emerged from this research. 
 
Teacher Confidence. While little question remains that teacher confidence contributes to 
teacher practice, this research helped to show that independent reading, research, and 
eventual publishing gave teachers a topic certainty they had not previously possessed. 
When beginning this research endeavor, Jerry commented that he didn’t know exactly what 
he would do, he only knew that he was passionate about boys singing. Similar to Jerry, 
Jaclyn and Sarah intended to use this research as an opportunity to explore topics 
(differentiated learning and outdoor education were their research ventures) that made 
them both curious and excited. 
 
As our time together took shape, the teachers used individual meetings to pose questions, 
discuss research, and plan their eventual action research projects. While this was taking 
place, we carried out a group research project on a topic for which we all shared interest, 
transition times. All teachers noted that the group research project helped them to explore 
action research in a safe and ideal fashion. Sarah posited that the writing offered her an 
opportunity “to practice professional/academic writing before starting my personal action 
research project. It has been close to 10 years since the last time I conducted any classroom 
research or used citations.” Practicing the act of researching and writing for a report that 
would not be published turned out to be a worthwhile endeavor. In order to be most 
effective, teachers used a similar outline and formatting as they would for their final 
research project.  
 
This kind of learning community, where teachers are researching their own practice and 
surroundings, demands that the researcher ground his/her thoughts in theory. Therefore, a 
review of literature was necessary. The process of reading for and writing the literature 
review was, at times, tiresome. With an already heavy workload, the teachers in this 
research were going home at night to read lengthy papers, then reflect on their research 
and craft. The examination of existing research, however, helped to shape the research and 
guiding questions. “In completing the lit[erature] review,” Jerry wrote, “I gained a large bit 
of knowledge that I did not have before. Now, I have support for what I assumed, as well as 
new ideas that I hadn’t thought of.” The teachers all felt that their knowledge of school-
based research, such as action research, helped to pivot from a place of assumptions to 
critical thinking and problem solving. Jaclyn extensively researched the work of Tomlinson 
(2014) and brought these understandings to her work and research. In reflection, Jaclyn 
shared that she was “definitely more confident. I still have room to grow and learn but I feel 
more knowledgeable now than when I started. I feel I can better help the teachers here and 
specifically that I could help them with differentiation strategies.”  
 
Teacher/Student Relationship. The teachers in this research had pre-established 
relationships with their students. All knew their participants (students attending the school) 
for at least six months, if not longer. This connection, I contend, enabled the teacher 
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researchers to form a collaborative insider view of particular happenings in their classrooms 
(Schon, 1983). In a self-reflection questionnaire, each of the teachers indicated that 
completing this research not only helped them to better understand their craft, but also 
helped them know and understand the needs of their students. In response to the question 
of whether this research had any supplementary benefits, Jerry expressed, “this research 
improved my relationship with this group of boys. I think that just noting that I wanted to 
help them was a good thing for the students to see. They saw that I was interested. The 
students commented that they knew that I cared about them and wanted them to do well.” 
Later, Jerry explained that prior to this research he had not conversed with the students 
about his fondness of sports. During one of the boys’ singing group sessions, the boys began 
conversing with Jerry about their pastimes outside of school. To the surprise of his students, 
Jerry conveyed that he played baseball and was on the wrestling team as a teenager. “Even 
just that conversation” he rationalized, “drew us all closer together.”  
 
When her research began, Sarah was collecting social emotional data following kindergarten 
recess and forest play time, respectively. Like Jerry, Sarah also felt that the research helped 
her to better know her students. More specifically, the data drew her attention to the fact 
that kindergarten play is more than jungle gyms and swinging. She explained, “Children, at 
this level (kindergarten) cannot be indoors, or even on the playground all day, for that 
matter. They need to be exploring, they need to have some autonomy and new 
experiences- experiences where I am not standing in front of them and telling them what to 
do and how to do it.” Witnessing both these special moments of growth and the social 
emotional benefits contributed to her understanding of what her kindergarten students 
required. Through research, Sarah knew that stepping back would provide opportunities for 
inquiry-based learning, student led discussion, and the close observation of students. In 
addition, Jaclyn shared how new understandings and knowledge with regards to the 
students she served aided her practice. When planning for her math unit research project, 
Jaclyn utilized individual pre-test data to create the groupings and content for the lessons. 
While the process of grading over 70 pre-tests was time consuming, Jaclyn indicated that it 
increased her understanding of where each child was, needed to be, and what gaps existed 
in a particular unit of study. “I’ve gained a deeper understanding of just how needs-tailored 
learning helps students to grow.” Without this information, Jaclyn expressed, the job of 
differentiating would have been made near impossible.  
 
Teachers as Publishers. Let me explore this section by first stating that two of the teachers, 
prior to this action research project, had completed some action research work. Each 
teacher had completed written projects and assignments for their graduate degrees, though 
the work was not in the form of a thesis or an article for publication.  
 
Early on in our time together, it became apparent that some apprehension with regards to 
writing existed. Each of the teachers expressed concerns about who would read the 
research and jokingly questioned if there would be an editor for their work. Sarah attributed 
some of this weariness to her lack of practice in writing for an adult audience of educators. 
She noted, “most of the writing I do now is for report cards or for my personal files. I am out 
of practice.” Within our small group “there existed a perception that writing and publishing 
papers was a daunting task. Many educators wanted to write, yet felt they didn’t know how 
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to gather ideas worthy of publishing or what to do with their paper once finished” (Pecaski 
McLennan, 2013, p.2). As a group we discussed the importance of writing and reading, for 
the elementary students in our classes and then wondered why we, as teachers, choose not 
to write more ourselves.  
 
Later, in expressing her viewpoints on the writing process, Jaclyn shared that the act of 
writing out her observations helped her to make sense of and reflect on her experiences. 
“Writing helps me to understand what I’ve done. Writing the literature review and writing 
about the research helped me...I think it will help all of us to speak about [our research] 
with more confidence. We learned by doing.” Jerry added, “Getting it on paper, going 
through the revising process, and knowing that we were going to edit each other’s work 
helped me...It helped me not to feel set in one way...I knew this was a process.”  
After reviewing the data and writing their articles, each of the teacher researchers conveyed 
a hope that more teachers would engage in this type of research. Jerry recognized that he 
had undergone a transformative year in taking on this research, “The research has opened 
my mind to possibilities I might not have considered in my teaching. Teachers need to do 
this because it brings a closer connection to students and understanding where they are”. 
 
Discussion  
 
In revisiting my research questions, one of the main hopes of this research was to support 
student learning. Teachers who are engaging in a continuous cycle of improvement and 
reflection (planning, doing, studying and acting) commit to actions which are vested in a 
hope to improve their own craft and their students’ learning. Teachers in this research saw 
various improvements in student learning. In kindergarten, Sarah noted that the students 
were less frustrated and more amicable when working through problems. She explained 
that the students were more attentive and responsive to her directions and questions 
during action research related interventions. In learning services, Jaclyn’s math intervention 
yielded a post-test improvement of over 30%. The students in her math groups completed 
targeted math work each day and students shared that they enjoyed completing the agenda 
exercises. Finally, through his music group, Jerry gathered that boys engaging in the choir 
desired more involvement with song choice and more time singing in their own (all boy) 
ensemble. The action research conducted has helped to improve teacher knowledge, focus 
teacher attention on an area of question, and it has given the teachers an opportunity to 
engage in conversations about their practice; all of which has improved each teacher’s 
ability to assist students on an individual level and support their learning.  
 
Another hope for the time that we spent together as the OHARE group was grounded in 
desires of greater knowledge and confidence. What was once just talk of the action research 
done outside of our school gradually advanced into a more sophisticated, personal dialogue. 
Our conversations were full of theoretical references to teaching, theory in relationship to 
student potential and growth, and personal interests. The merging of theory and practice 
could both be seen (in our research) and heard (during our conversations). Together, we 
progressed from a group of teachers who wished to conduct research, to a group of 
teachers who were actively engaging in and writing about research. The teachers in this 
school-based action research project indicated personal growth and improved confidence. 
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In particular, one teacher wrote, “I have enjoyed our time together, and felt like it was very 
personally rewarding and beneficial to my teaching. I would like to do another project at 
some point.” Another participant felt that our small group created an intimacy that provided 
an immediate sense of trust and togetherness. In a final round table discussion, the teachers 
shared feelings of satisfaction and pride for having completed this project. Several shared 
that, at times, they had worried about the end project. Having reached the final objective, 
completed research and a published journal article, all of the teachers indicated that 
although the process of conducting action research was not always easy, it was a productive 
and meaningful journey - both for their teaching practice and personal understandings. 
 
Implications  
 
A number of implications for research and practice arise from my research. I identify 
limitations in the following discussion of implications for research.  
 
Increasing sample size. In future research, an increase could be made to the sample size, 
perhaps by involving several schools, thereby increasing the number of teachers across a 
range of grades and/or within single grades. This would increase the generalizability of the 
findings, and might contribute to understandings about action research in different school 
settings.  
 
Involving multiple subject areas. Teacher action research can serve as a strategy for 
pedagogical improvement in areas beyond those explored in this study (kindergarten, math, 
and music). The research described in this article did not involve art, drama, physical 
education, science, or other such content-area classes. In the future, action research in 
these and other content areas may open-up greater knowledge of practice, confidence, and 
student success. 
 
Extending the study longitudinally. Given the positive results of this yearlong study, I believe 
that further research examining how teachers continue to approach action research over 
several years would be beneficial. For example, teachers might continue the research or 
extend the research and resume data collection with the same or different groups of 
children. It would be interesting to examine the challenges that teachers face when utilizing 
action research in their classrooms and the ways in which they either overcome or succumb 
to those challenges.  
 
Conclusion 
 
Learning to teach is a complex process, a process that some would argue never ends. 
Though this was a small-scale study with limited size and low generalizability, the findings 
demonstrate how group reflection, focus on practice, and engaging in research encourage 
growth amongst teachers. More specifically, this research shared a year-long process where 
four teachers used action research as a way to expand their thinking. It sought to explore 
how looking deeply at questions about daily practice could impact teaching. Emerging from 
this research was the theme of practitioner inquiry as an effective tool for teacher 
confidence, knowledge of students, and intellectual growth. When teachers engage in 
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action research, as was seen in this study, “teacher education can move away from the 
teacher-centered positioning of transmission models towards more student-centered 
approaches, thus shifting the positioning of teachers from receivers of pedagogical 
knowledge from outside authorities into creators of such knowledge” (Taylor, 2017, p.16). 
For Sarah, Jaclyn, and Jerry, this shift in positioning was transformative and their 
understandings about teaching were expanded. It is my hope that elementary school 
teachers might, at the very least, read the journeys of Sarah, Jaclyn, and Jerry and give 
action research a go in their classroom.  
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