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Abstract
Over the last 30 years, a substantial number of publications have attempted to conceptualise the
ways in which teachers carry out inquiries in order to affect changes in educational practice. A
number of different psychological models have been applied to the study of teachers’ activities
as inquirers, including models focusing on teachers’ professional development, socio-
constructivist models of teacher thinking and teacher learning models. The aim of this article
is to provide a more comprehensive, in-depth conceptualisation of teacher inquiry by using the
central concepts of dialogical self theory and by establishing a closer relationship between
teacher identity and individual teacher inquiry. We begin by defining the notions of teacher
inquiry and teacher identity and then go on to describe dialogical self theory and how this
approach can be applied to the description of the teacher-inquirer identity. We conclude this
position paper with a detailed example in the form of a single case study illustrating how
teachers’ identity as inquirers can be analysed, and we offer some reflexions about potential
future research in this new area of study.
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Introduction

This aim of this position paper is to offer a more comprehensive understanding of the
conceptualisation of the notion of teacher-inquirer identity using dialogical self theory. To
meet this general objective, we consider that it will be necessary to attain the four specific
objectives that follow: (1) to define teacher inquiry and teacher identity, (2) to identify a range
of potential psychological components of teacher-inquirer identity, (3) to define teacher-
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inquirer identity using dialogical self theory and (4) to give a practical example of how
teacher-inquirer identity can be described in a single case study.

The notion of teacher-inquirer identity has important implications for research, policy and
teacher education. Research examining the notion of teacher-inquirer identity has the potential
to open the door to the study of teacher inquiry from new psychological perspectives. This
would contribute to the current body of knowledge in the field of study of teacher identity,
employing a novel approach based on the theory of dialogical self. In turn, the new knowledge
that will emerge from the study of this topic will be useful in the design and implementation of
educational reforms and innovations aimed at making schools more successful, and it will
inform efforts to improve existing teacher development and teacher learning programs related
to teacher inquiry.

In the following section, we will present a conceptual framework with respect to teacher-
inquirer identity in light of dialogical self theory. To achieve this aim, we will first focus on
giving a definition of teacher inquiry. Next, we will define the notion of teacher-inquirer
identity in terms coherent with the theory of dialogical self. We will go on to sketch out the
connections between this notion and the existing psychological concepts that are closely
related to teacher inquiry. Finally, we will use this theoretical framework to describe the
inquirer identity of a real teacher involved in the process of systematic educational innovation.

Teacher inquiry and teacher identity

The aim of this section is to provide a more comprehensive, in-depth conceptualisation of
teacher inquiry, defining inquiry as both a process and a stance, as well as to draw the
connections between teacher inquiry and teacher identity.

Earlier approaches to defining teacher inquiry have mainly focused on the pedagogical
transformation of teaching practice, and scholars have tended to view inquiry as a process
which includes a series of activities or actions to be completed. For example, in some of the
first conceptualisations of inquiry in education, Dewey (1986) characterised inquiry as a
specific process of reflection and problem solving to improve teaching practice, while Schön
(1991) posed an idea of teachers’ inquiry processes focusing on how teachers reflect both
during and after the implementation of their teaching practice.

Subsequent contributions added new features to the definition of teacher inquiry as a
process. For example, Ermeling (2010) described teacher inquiry as a collaborative process
among teachers who identify and define specific instructional problems within the local
context, plan and implement instructional solutions connecting theory to action, utilise evi-
dence to drive analysis and reflection, make conclusions and work toward measurable
improvements in teaching and learning.

In contrast, the teacher inquiry perspective has in the past mainly focused on how to ensure
the effectiveness of teachers’ professional learning and development through inquiry. Studies of
this issue have tended to view inquiry as a given teacher’s set of assets, including, for example,
his or her knowledge and beliefs about teaching practice (Day 1999) and the teacher’s stance
with regard to inquiry (Cochran-Smith and Lytle 1999). In a later contribution, a teacher’s
stance was defined as a mindset or a critical habit of mind that leads a teacher to search for ways
to obtain valuable insights into their professional practice (Cochran-Smith and Lytle 2009).

Recent perspectives assumed both dimensions of teacher inquiry and defined teacher
inquiry as teachers’ search for improvement of both knowledge and classroom instruction
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through the systematic and intentional study of teaching practice (Timperley et al. 2014).
Teacher inquiry can be considered a teacher stance consisting of a specific teacher’s knowl-
edge, skills and attitudes. It also involves a process which leads to educational innovation and
supports educational change, as a result of the development of new teaching approaches that
differ from traditional teaching and learning processes.

Recently, relevant research contributions have pointed to a close relationship between
teacher inquiry (in the context of pedagogical innovation) and the notion of teacher profes-
sional identity. For example, Avidov-Ungar and Forkosh-Baruch (2018) studied some com-
ponents of teacher identity with regard to pedagogical innovation, and Chua et al. (2018)
identified the knowledge, skills and values associated with the kind of strong teacher identity
which is required to carry out professional practice and inquiry.

Teacher identity has become a central conceptual construct over the last 20 years in the
study of how teachers act, work and learn (Akkerman and Meijer 2011). It remains challenging
to offer a precise definition of teacher identity (Beauchamp and Thomas 2009), but in a general
sense, we can define teacher identity as a concept used to describe what a teacher thinks and
what a teacher does in the context of his or her professional status at a given time and place
(Badia and Iglesias 2019).

Research focused on this theoretical construct frequently seeks to show how some of
the teachers’ main characteristics, such as their personal knowledge (Beijaard et al. 2000)
and practical theories (Stenberg et al. 2014), form a part of the broader notion of teacher
identity. In the next section, we will identify some of the potential psychological compo-
nents of teacher identity, all of which researchers have associated with teacher’s inquiry
activity in current research.

Components of teacher-inquirer identity

The aim of this section is to characterise the concept of teacher-inquirer identity in an attempt
to describe the various components at work, mainly when teachers deal with educational
innovation. To our knowledge, while some previous studies have identified several ranges of
components of teacher identity, prior to this work, no researches have studied teacher-inquirer
identity. The academic contributions detailed below were selected because of their academic
relevance and recentness and because they were based on empirical data.

Prior researchers have identified a number of different underlying purposes of inquiry
within teaching practice. The purpose of a teacher’s inquiry is defined here as the goal, or the
primary motivation, that drives him or her to take the initiative or participate in an inquiry
activity. Three different (but not mutually exclusive) purposes for teachers’ inquiry can be
identified. The first of these purposes is a desire to transform teaching practice, for example by
using the spirals of inquiry (Kaser and Halbert 2014) or a cycle of action research (Mertler
2012). The second purpose for teacher inquiry is to promote professional development and
teacher learning (Day 1999), as well as to gain a better understanding of their classroom,
school and community teaching practice. The third purpose is to build upon existing educa-
tional knowledge. Teachers engaged in educational research can use research knowledge,
methods and tools to become creators of knowledge (Cochran-Smith and Lytle 2009).

Teachers’ agency is a concept that can be used to reflect the degree to which teachers can
achieve their inquiring purposes. Teachers’ agency in carrying out inquiry activities is defined
here as the extent of their power and feelings of control with regard to the decisions, choices
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and actions they make as part of their work, and the degree to which these choices are based on
their own goals, interests and motivations (Vähäsantanen 2015). Teachers’ agency can be
understood as a continuum that ranges from low to high teacher autonomy while performing
inquiry activities. By way of example, inquiry processes aimed at educational reform may be
carried out by teachers conducting action research with a high level of teacher agency (Somekh
and Zeichner 2009); conversely, teacher agency can clearly be constrained in the new reform
context (Lasky 2005).

The notion of teachers’ agency has been used in several studies related to educational
innovation. For example, Vähäsantanen (2015) distinguished between social and individual
teacher agency resources and found significant differences in teachers’ temporal manifestations
of agency, regarding their work (ranging from weak to strong agency), their involvement with
reform (from reserved to progressive agency) and the negotiation of their professional identity
(from maintainable to transformative agency). The author also proposed an agency-centred
approach as a way of supporting educational transformation and teachers’ identity negotiation.

Another relevant component of teacher identity consists of knowledge of what inquiring
teachers need to know. In broad terms, Lunenberg et al. (2007) described a number of types of
teachers’ conceptual knowledge connected to research, focusing on knowledge that is useful to
enquiring practitioners. They argued that teachers should be aware of the benefits of teacher-
conducted research, the kind of topics that are suitable for research, the process for conducting
research, the quality criteria in their own research and the communication of their research to
their colleagues.

Elsewhere, Brause and Mayher (1991) identified eight types of procedural knowledge
possessed by teachers: (1) generating and testing hypotheses and critiquing educational
practice, (2) reading and understanding hypothesis testing research, (3) reading hypothesis-
generating research, (4) finding and framing questions, (5) collecting and analysing classroom
data in theory and in practice, (6) testing hypotheses in your classroom, (7) testing hypothesis
studies in your classroom and (8) concluding and beginning. More recently, Konstantinidis and
Badia (2019) identified eight teacher competencies included in the inquiry process, which they
called scanning for learning problems, focusing on a problem or topic, understanding the topic,
exploring existing educational practices connected to the topic, planning an educational
innovation, implementing the plan, evaluating students’ learning outcomes, reflecting on the
experience, writing a report and presenting results and conclusions. Overall, this procedural
knowledge may be applied by teachers wishing to carry out different kinds of inquiry
belonging to various inquiry models, such as three-layer cycles of inquiry (Butler and
Schnellert 2012), the spiral of inquiry (Kaser and Halbert 2014) and professional learning
through collaborative inquiry (DeLuca et al. 2017).

Avidov-Ungar and Forkosh-Baruch (2018), using the term of being teacher, revealed the
importance of teachers’ metacognitive knowledge when a teacher’s orientation toward his
inner self and his perception of his/her professional identity is placed at the centre of the
inquiry process. This self-understanding includes, among other things, an understanding of the
need to change teaching methods, to refer to students in a different manner, to perceive
teaching in a more systematic manner, to acquire relevant professional knowledge and
personal experience in pedagogical innovation and to enhance one’s ability to adapt to change.

Meanwhile, other contributions have placed teacher’s self-regulation activities at the centre
of teacher inquiry processes. Butler and Schnellert (2012) proposed a conceptual framework
for teacher inquiry informed by a socio-constructivist model of self-regulated learning.
According to these authors, teacher inquiry involves a recursive cycle of goal-directed
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activities and four overall processes: (1) planning actions, (2) enacting strategies, (3) monitor-
ing outcomes and (4) adjusting and revising goals or approaches to better achieve the desired
outcomes. These four self-regulation steps can be taken at three different levels of inquiry:
student-level inquiry, practice-level inquiry and teacher learning inquiry. Additionally,
teachers’ co-regulation should be placed at the core of the collaborative community inquiry
of teachers (Hadwin & Järvelä, 2011).

Several contributions include the previous types of inquiring teacher’s knowledge of
different comprehensive concepts. For example, Zeichner (2003) and Byman et al. (2009)
define teachers’ pedagogical thinking as the inquiring way in which teachers apply specific
concepts and skills to solve daily pedagogical problems, to make pedagogical decisions and to
provide justification. In the same vein, Day (1999) placed Dewey’s conception of teachers’
reflection, which includes the notions of reflection-in-action and reflection-on-action, at the
core of the reflective practitioner’s activity.

Teachers’ sense-making process with regard to innovation is another component of teacher-
inquirer identity. According to Ketelaar et al. (2014), sense-making is an “active cognitive and
emotional process in which teachers attempt to relate the information derived from the
innovation to their existing knowledge, beliefs, and experiences […]. This process is dynamic,
as teachers use their own identity or frame of reference as a lens to make sense of the
innovation […], but at the same time, their identity or frame of reference can change in the
process” (p. 316).

On an individual level, a teacher can experience different degrees of congruence between
their beliefs and values about innovation and the innovation situations they encounter.
Depending on the extent to which they feel their values are reflected, they will be more or
less likely to be enthusiastic about this innovation. On a social level, it is crucial to comprehend
which strategies teachers use to share sense-making in order to construct a collective under-
standing of educational reform (Pyhältö et al. 2018).

A teacher’s attitude toward a given educational innovation may manifest itself through a
feeling of ownership of the innovation. This, in turn, can influence his or her positioning with
regard to this innovation (Ketelaar et al. 2014). A teacher’s feeling of ownership reflects the
degree to which he or she supports the underlying idea of a given innovative practice. Teachers
with high levels of ownership have a feeling of pride about the innovation, feel an urge and a
need to make changes in their practice, are willing to invest their time and energy in the
innovation and tend to express identification with it, for example by communicating their
individual experiences to colleagues. As a result, educational innovation can become a part of
the teacher’s professional identity and may contribute to its sustainability. A teacher’s feeling of
ownership can be analysed on an individual level, but its impact can also be examined on a social
level. For example, Schaap and de Bruijn (2018) analysed the development of professional
learning communities within schools involved in amore significant innovation project and found
that ownership had a real impact on the development of a community of inquiring teachers.

Finally, Avidov-Ungar and Forkosh-Baruch (2018) also revealed the importance of a
teacher’s inclination to react to the institutional and social context in which the inquiring process
takes place, mainly in a possessive and controlling manner. An inquiring teacher needs to control
elements outside the individual in order to establish status and carry out innovation. Three of the
primary needs that must be met if a teacher is to pursue inquiry are emotional, technical and
pedagogical support from the education system, the school and his or her colleagues.

A complete conceptualisation of teacher identity, including a description of components of
teacher identity that might be related to inquiry activities, might be accomplished via a
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psychological approach that allows us to study teacher-inquirer identity using a single unit of
analysis. This overall concept should encompass all the components described above, whether
they belong to the intrapsychological or the interpsychological dimension of teacher identity.

A dialogical self approach to conceptualise teacher-inquirer identity

The theory of the dialogical self in psychology (Meijers and Hermans 2018) offers an in-depth
way to conceptualise teacher-inquirer identity. This theory is particularly valuable because it
allows us to study both the intrapsychological dimension (teachers’ knowledge and cognition
regarding inquiry) and the interpsychological dimension (teachers’ actions and social interac-
tion regarding inquiry) of teacher inquiry. It also allows us to collect teachers’ voices and
provides us with a detailed overview of how a teacher gives meaning to different purposes,
functions and teaching activities related to teacher inquiry.

According to dialogical self theory, human beings are seen as having dialogical selves
because they understand and explain the world significantly, giving meaning to human
thought, human acts and themselves through language. On the individual level, the dialogical
self considers a personal space of negotiation in which every person converts all voices—their
own voices and those of others—into a meaningful understanding of the world (Hermans
2001). In this intrapsychological negotiated space, teachers develop inner speech processes to
give meaning to themselves and their professional practice.

Some relevant contributions have shown that dialogical self theory is an appropriate
way to conceptualise teacher identity (Assen et al. 2018) and teacher-researcher identity
(Taylor 2017). Based on this approach, teacher-inquirer identity should be considered as
the ongoing process through which a given teacher comes to self-understanding as he or
she carries out inquiry activities. A teacher’s identity is configured by a set of different I-
positions related to the inquiry. Each I-position is a different manifestation of the teacher’s
identity in the personal or public space and at a specific time and place. These positions
emerge by means of reaction to pedagogical innovation experiences. This part of the
teacher’s broader professional identity plays a fundamental role in how the teacher actively
positions himself or herself with regard to innovation, resulting in the maintenance or
alteration of a teacher’s identity (Ketelaar et al. 2014).

A teacher’s I-position within his or her teacher-inquirer identity is a composite term that
encompasses two elements: the teacher’s position and the teacher’s I (Hermans 2015). In an
abstract sense, a teacher holds a position when they perform a specific professional function in
the context of pedagogical innovation. In real scenarios, for example, in a specific school, a
teacher’s position will be considered a teacher’s status function (Searle 2010). This status
function is the institutional position a teacher exercises when carrying out his or her profes-
sional activity to achieve some specific inquiring purpose, in accordance with his or her status
in the institution. A teacher’s set of status functions regarding a pedagogical innovation may
not correspond with the set of roles assigned to the teacher by the educational administration,
because the teacher’s status functions reflect the way the teacher assumes a set of functions in a
specific institution, rather than the roles imposed upon the teacher.

The term teacher’s I refers to a subject-position, a first-person perspective from which the
teacher interprets and carries out each status function related to inquiring processes. The I
provides the teacher with a sense of personal initiative, and it might include specific conceptual
categories which help the teacher to describe his or her own inquirer identity. These categories
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might include things like knowledge, beliefs, attitudes, agency, ownership and sense-making,
among other things. In a real setting like a school, a teacher’s inquiry I-position is the way of
speaking and thinking that can be invoked when the teacher adopts a particular well-
established position (status function) in relation to pedagogical innovation.

Some of the functions typically carried out by teachers through processes of inquiry are
related to reflection and evaluation of their teaching practices, as well as their efforts to
improve these practices (Hardy 2016). When carrying out these functions, a teacher may
activate different I-positions, depending on how they make sense of the functions (Schmidt
and Datnow 2005) and on their perception of ownership during the process (Ketelaar et al.
2014). The set of I-positions that a teacher or a group of teachers holds when effecting
processes of inquiry together makes up their inquirer teacher identity or identities. In other
words, teacher-inquirer identity can be defined, on an individual level, as the set of I-positions
a teacher holds when he or she directly participates in the individual social processes of
performing professional and collaborative inquiry activities.

Because each teacher’s inquirer I-position will be considered a ‘voiced’ position, a teacher’s
voice about a pedagogical innovation expresses many interrelated meanings (e.g. concepts,
ideas, beliefs, approaches, procedures and emotions, among others) and represents a particular
way of thinking and acting in connection with an aspect of the new teaching and learning
approaches he or she wants to implement (Akkerman and Meijer 2011).

In an individual dimension, a single teacher’s various I-positions with regard to a peda-
gogical innovation can complement and support each other, coming together in combinations
of I-positions. In the context of pedagogical innovation, the combination of a specific set of a
teacher’s I-positions related to this inquiring activity can be understood as this teacher’s
repertoire of inquiry-related I-positions (Hermans 2006). An inquiring I-position repertoire is
not just an agglomeration of separate I-positions, but rather an organised, hierarchical and
dynamic system that allows the teacher to conduct the inquiring activity during the pedagog-
ical innovation experience.

Characterising teacher-inquirer identity: a methodological example

Method: a single case study

We will use the theoretical framework described above as a framework to study teacher-
inquirer identity, with the aim of offering a practical example of how teacher-inquirer identity
can be described in a single real case study. This objective pertains to the kind of study focused
on identifying the characteristics of teacher identity (Beijaard et al. 2004). More specifically,
we want to offer a comprehensive overview of how the teacher experiences her inquirer
teacher identity, the I-positions that make up her inquirer teacher identity and the types of
relationships among I-positions that have been established within a process of educational
change. We also want to identify the tensions and problems related to the various I-positions
that appeared in the process of educational change.

Participants

One teacher from a secondary school in Catalonia participated in this study. The teacher
voluntarily agreed to participate after an explanation of the study in a meeting. The participant
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is a 39-year-old female with 17 years of teaching experience. She currently works as an
English teacher. In addition, she has taken part, to a moderate extent, in some professional
development activities over the past 3 years, including courses, workshops, conferences, visits
to other schools and participation in professional development networks. The teacher was
involved in a pedagogical innovation project that affects the entire school, consisting of the
introduction of the cooperative learning methodology in all grades over a period of 12 months.

Data collection

Data were collected during the period September–October 2019 by means of three instru-
ments: a self-report (Hamman et al. 2010), a card elicitation technique and an interview
(Monereo 2019). The self-report includes three sections. The items in the first section gathered
personal information and data on the participant’s academic background and professional
experience. In the second section, the structured, open-ended format required each participant
to describe seven (minimum) to ten (maximum) I-positions performed in school, all of them
related to inquiry-based work regarding pedagogical innovation. The participant provided
detailed information about the name of the position, the associated purpose of the function
(what the teacher wanted to achieve in performing this position) and a typical inquiry task
directly related to pedagogical innovation. Each I-position was described using a minimum of
100 words. The outcome of the self-report technique was a list of I-positions related to the
teacher’s inquiry-based work, as well as a detailed description of each I-position. We then
wrote the names of each I-position on a card (Post-It) and asked the participant to put the cards
on a table in an organised manner and to talk about the relationship among the I-positions.
Finally, we asked the participant to describe any tensions and problems that had emerged
within a pedagogical innovation process related to performing the identified I-positions.

Data analysis

The data were analysed in three phases. First, the self-report was read thoroughly and divided
into textual fragments. Each fragment includes all information referred to a single I-position.
Second, we took a picture of the original representation of the configuration of the I-positions,
and we reconstructed some aspects of it that were not coherent with the explanation of the
teacher. Finally, we summarised the teacher’s statements and focused on those that provided
the most relevant information about tensions and problems.

Results

In adopting a comprehensive overview of her inquiry identity, the teacher revealed that the first
purpose of her inquiry was connected to a school project to transform teaching practices in the
school as a whole and more toward cooperative learning. This school transformation occurred
as a negotiated process, wherein teachers could voice their personal purposes. The school’s
management team established this aim as highly relevant for the school, and consequently,
they put in place enough resources to support it, with the positive consequence that the
majority of teachers had a positive attitude about this pedagogical change, including our
participant. As a starting point, the teachers were aware that they did not have the necessary
conceptual and procedural knowledge about cooperative learning to apply the pedagogical
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innovation in their classrooms. All these aspects influenced the ultimate combination of I-
positions adopted by the teacher.

At the end of the pedagogical innovation, she reported that she could display her inquiry
identity with a high level of ownership and agency, and with a very high degree of sense-
making. One of the conditions that she identified as having influenced the sense-making
process was the continuous mutual support between teachers throughout the innovation
process. Nevertheless, the process of self-regulation applied over time made her aware of a
need to acquire new knowledge and skills about inquiry processes, as well as to develop new I-
positions she had not considered initially.

The teacher identified 10 I-positions that make up her inquirer teacher identity when
carrying out pedagogical innovation, and she described the relationship among them. Table 1
provides a list of the 10 I-positions identified, and Fig. 1 represents the combination of these I-
positions graphically.

This combination of I-positions reflects the way in which our teacher expressed her teacher-
inquirer identity in the context of a pedagogical innovation over an entire year. All the I-
positions are chronologically organised, beginning with I-position 1 (“to learn about cooper-
ative learning”), which consisted of reviewing a set of publications about cooperative learning
and working with a team to draft a “cooperative learning guide” for all the teachers at her
school (I-position 2: “to collaborate with colleagues”).

Using this conceptual and procedural knowledge, the teacher went on to design a lesson
plan including cooperative learning as a teaching method (I-position 3: “to design a new lesson
plan”) and to create related teaching materials (I-position 4: “to create new teaching mate-
rials”). As a result of these I-positions, the teacher was able to implement the lesson plan (I-
position 5: “to implement pedagogical innovation in the classroom”), working collaboratively
with a colleague (I-position 2). Meanwhile, the teacher collected learning evidence related to
cooperative learning (I-position 6: “to gather learning evidence”).

Data from the two previous I-positions allowed the teacher to assess this pedagogical
innovation (I-position 7: “to assess pedagogical innovation”). Finally, the teacher shared knowl-
edge about the pedagogical innovation among other teachers at the same school (I-position 8: “to
share the pedagogical innovation”), revised previous teachers’ knowledge by modifying the
initial “cooperative learning guide” making the second version of it (I-position 9: “to revise
previous teachers’ knowledge”) and communicated the pedagogical innovation externally, to
teachers at other schools (I-position 10: “to communicate pedagogical innovation”).

During the process of educational change, the teacher identified several relevant tensions
and problems related to six I-positions. First, in carrying out I-position 2, the teacher faced a lot

Table 1 Ten I-positions included in the teacher-inquirer identity of the single case study

1 To learn about cooperative learning
2 To collaborate with colleagues
3 To design a new lesson plan
4 To create new teaching materials
5 To implement pedagogical innovation in the classroom
6 To gather learning evidence
7 To assess pedagogical innovation
8 To share a pedagogical innovation
9 To revise previous teachers’ knowledge
10 To communicate pedagogical innovation
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of problems with other teachers because they did not share enough knowledge about the topic
of cooperative learning, and some of the other teachers had a negative attitude and an
unfavourable I-position with regard to implementing this learning method (I-position 5).
Second, the teacher reported feeling that she lacked sufficient knowledge to select proper
pieces of evidence to reflect the extent to which cooperative learning had been successfully
implemented (I-position 6). This initial lack of skills in that aspect had a significant impact on
the practice of I-position 7 because the teacher was aware that she was not able to assess the
pedagogical innovation accurately. Finally, the teacher became aware that two new I-positions
had been required as part of this combination of I-positions related to teacher-inquirer identity.
These I-positions are “to communicate the pedagogical innovation to families”, and “to collect
the opinions of students about the pedagogical innovation”.

Conclusions and implications for research, teacher education
and educational change

This position paper has sought to offer a more comprehensive conceptualisation of the notion
of teacher-inquirer identity using the dialogical self theory. To meet this objective, we provided
a broad theoretical foundation of the notion of teacher inquiry, a set of the potential identity
components of inquirer teacher and, more importantly, a specific overview of the notion of
teacher-inquirer identity, which we described as a combination of I-positions carried out during
a pedagogical innovation.

In addition, we have presented the findings from a single case study in order to give a short
methodological example of how research, based on the case study methodology about teacher-
inquirer identity, can be carried out using the dialogical self theory. Although the single case is
presented as an example, we claim a certain degree of analytical generalisability of the results,
because the case examined has broader empirical implications that point toward some of the
deep principles and processes involved in the enactment of dialogical selves.

This kind of research in this area of study allows us to adopt a person-oriented approach
(Vanthournout 2011) to qualitative research. Unlike other research studies that adopt a
variable-oriented approach, this research has made it possible to open the door to different
ways of conducting qualitative research to answer alternative research questions. For
example, while a variable-oriented approach is ideal for studying differences among
groups of teachers involved in inquiry-based work using quantitative methodological

Fig. 1 A representation of the combination of the I-positions included in an inquirer identity of a specific teacher
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techniques (Baan et al. 2019), a person-oriented approach using qualitative methodolog-
ical techniques would allow us to identify differences among individual teachers by
comparing their configuration of the inquirer identity I-positions or by describing how
teacher-inquirer identity may change over the course of a pedagogical innovation and
identify the main factors that influence these changes.

Another possibility for future research consists of further examining the potential relation-
ship between the notion of teacher-inquirer identity and three of the theoretical components of
inquirer identity: sense-making, agency and ownership, as some contributions suggested that
the three components do make a difference in the implementation of an educational innovation
(Ketelaar et al. 2013). For example, existing research (Ketelaar et al. 2014) has revealed that a
better understanding of the relationship among these three concepts could be useful for
describing significant differences between teachers. In order to become an innovative teacher,
it is necessary to have a high degree of both agency and ownership, but a moderate level of
sense-making is sufficient. Other researches (Scribner et al. 2007) have also revealed that if
teachers in a professional community experience ownership, they take more responsibility,
increasing the effectiveness of innovations.

Our application of a dialogical viewpoint on teacher-inquirer identity and our proposal to
conduct new research on this concept are currently supported by only a limited number of
empirical contributions. We are convinced that in the coming years, we will see substantial
progress along this new research line, as evidenced by recent articles (Assen et al. 2018;
Avidov-Ungar and Forkosh-Baruch 2018).

The new academic knowledge which comes from this area of study of teacher-inquirer
identity should inform teacher education and educational change policies because teacher-
inquirer identity is at the core of professional growth and pedagogical transformation. This
academic knowledge would be beneficial in the design and implementation of teacher
education programs and courses aimed at developing inquiry competencies in teachers.
Collecting information on a wide variety of configurations of inquiring teachers’ I-positions
would help shape the contents of these programs and courses. A proven methodology for
collecting data on a teacher’s configuration inquiring I-positions would be a useful way to
evaluate the real impact of a teacher education program. Data could be gathered about the
initial and the final configuration, and the results could be compared in order to identify real
changes in teacher-inquirer identity.

This new academic knowledge in this area of study would also be useful for those wishing to
plan more successful pedagogical innovations in schools. Research into teacher-inquirer identity
will produce new insights related to how the components of teacher-inquirer identity and the
relationship among them influence a teacher’s favourable position with regard to educational
change, whether a pedagogical innovation or, beyond that, steps toward educational reform.

Finally, we would like to underline that this new concept, which we have called teacher-
inquirer identity, could grant us a new perspective on some issues closely related to teacher-
inquirer identity. Some of these aspects that currently represent critical challenges to a number of
well-developed educational systems, such as those in Canada, Finland and Singapore, include the
design of research-based teacher education (Afdal and Spernes 2018) and the use of educational
evidence to increase the quality of teaching and learning (Darling-Hammond 2017).
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