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Introduction 

 

Statement of the Problem 

Studies argue that the quality and effectiveness of an education system cannot exceed 

the quality of the teacher labour force (McKinsey Report, 2007); therefore, the relevant 

educational stakeholders, including practitioners or in-service teachers, researchers, and 

policymakers should focus on improving the quality of the profession (Eötvös Loránd 

University EDiTE Team, 2014). Although stakeholders shall implement such an improvement 

in collaboration and mutual recognition, in reality, there is a gap between educational research, 

educational practice, and educational policy making (Commission of the European 

Communities, 2007; Snoek, 2011). There are numerous reasons behind this gap, including (1) 

the dominance of the traditional model of educational research that is expert-led, peer-

reviewed, and where the dissemination is a top-down process; (2) from the practitioners’ point 

of view educational research fails to provide useful results for their everyday practice; (3) the 

stakeholders are not ready to collaborate in an interdisciplinary and interprofessional manner. 

Hargreaves (1999) argues that a new model of research shall be promoted, where practitioners 

are at the heart of knowledge creation processes. 

Policies in the European Union have also turned towards encouraging cooperation 

between academics and practitioners in the form of building bridges between the worlds of 

academia and practice (Eötvös Loránd University EDiTE Team, 2014; Pesti et al., 2018). 

Numerous studies deal with the importance of teacher educators’ engagement in research (e.g., 

Cochran-Smith, 2005), and although there are also endeavours to engage student teachers 

(Smith & Sela, 2005; Ulvik, 2014), it is less systematic on the level of initial teacher education 

(here forward ITE) programmes, and it is a less researched issue (Smith, 2015; Pesti et al., 

2018). 

 

Research Aims 

The overall aim of the research is to reveal the role of practicum of ITE programmes in 

developing student teachers’ competences and preparing them for conducting practice-oriented 

research in the cases of two universities from Hungary and Austria by answering the following 

research questions: 



  
 

 

1. What are the characteristics of the pedagogical-psychological courses and the 

practicum in ITE programmes? 

2. How does the practicum in ITE programmes contribute to the development of 

competences required for conducting practice-oriented research in the participating 

countries? 

3. What are the experiences of student teachers regarding practice-oriented research? 

 

 

 Research Scope and Results 

 

Background of the Study and Significance 

The way one thinks about the teaching profession in general, about teacher 

professionalism is always in close relation to the current social-economic environment. As 

Durkheim explained that „education is only the image and reflection of society” (Durkheim, 

1897/1952: 372-373 in Pezone & Singer, 2003), to some extent this is a valid statement for 

teacher professionalism as well. Teacher professionalism of yesterday may not be adequate to 

face the social challenges of tomorrow. Literature suggests that teacher quality is of crucial 

importance when it comes to an educational system’s quality and student learning (e.g. 

McKinsey Report, 2007). Teacher quality may also have different interpretations in different 

times and contexts; therefore the role of ITE in preparing quality teachers is also subject to 

change. The international discourse urges the strengthening of the relationship between theory 

and practice within ITE programmes as an opportunity for quality improvement, however, 

when it comes to programme development and implementation, this boils down not only to 

different national but even institutional interpretations. 

Although being neighbours and sharing some common historical roots, the trends of 

changes in the system of teacher education in Hungary and Austria show major differences. 

The system of teacher education faced significant changes due to the recent reforms in both 

countries. The two countries share a common historical background, and education was a 

common issue during the Austro-Hungarian Monarch. However, these days Hungary and 

Austria stepped on different paths when it comes to teacher education. In Hungary, two major 

reforms took place in the course of a few years. First, by the introduction of the Bologna system, 



  
 

 

teacher education was raised to the Master level, but in 2013 it was restored to the undivided 

system, as it was before the Bologna-type system. In Austria the opposite process can be 

observed: until recently teacher education was implemented in an undivided, long-cycled 

system, but since 2015 it follows a Bologna-conform system. 

Further analysis of ITE programmes, especially those components that describe the 

educational preparation of future teachers may reveal how teacher professionalism, more 

specifically the role of practice in developing it and preparing student teachers to conduct 

practice-oriented research is interpreted by programme developers. 

 

Key Concepts and Theory  

Although it is common in international discourse to refer to teacher education as being 

research-based, resulting in many teacher education programmes being tagged as research-

based, a need for differentiation between “tags” has emerged that is more informative regarding 

the manner research is integrated into teaching. To explore this issue in a more in-depth 

manner, we shall take a step away from teacher education and have a look at the issue in the 

context of higher education in general. The relationship of research and teaching in this general 

higher education context is a fiercely debated issue. While some claim university research is 

conducted at the expenses of teaching quality, others argue for the opposite, saying that 

research enriches the quality of teaching (Healey, 2005; Pesti et al., 2018). Moreover, another 

strand of existing research evidence on the relationship of research and teaching further 

strengthens its divisional effect: while Hattie and Marsh (1996) did not find a significant 

relationship between teaching effectiveness and research productivity, Jenkins, Breen, 

Lindsay, and Brew (2003) argues that there is evidence showing that students prefer learning 

in a research-based environment (Pesti et al., 2018). 

Numerous studies have proved that the field of discipline, or as Healey (2005) refers to 

it, the disciplinary space, significantly defines the nature of the relationship between research 

and teaching (e.g., Moses, 1990; Donald, 2002). In the context of teacher education, this raises 

the question of dominance: is the disciplinary space more influenced by the chosen subjects of 

student teachers, or by educational science represented by educational, pedagogical and/or 

psychological departments? According to Healey (2005), „departments and individuals vary in 

the way that they construct the linkage between research and teaching” (p. 3). He described the 

three dimensions of the research-teaching nexus for curricula design as the following: 



  
 

 

1. Emphasising the research content or the research processes and problems 

2. Treating students as the audience or participants 

3. Teaching is teacher-focused or student-focused 

Drawing on Griffiths (2004) work, and based on the abovementioned three dimensions, 

Healey’s model of curriculum design and the research-teaching nexus identifies four quadrants 

(Figure 1.): research-led, -tutored, -oriented, and -based. 

 

 

Figure 1. Adaptation of the research-teaching nexus to the context of ITE (based on 

Healey & Jenkins, 2009) 

 

If we take into consideration the role of students (active or passive), drawing on the 

differentiation between knowledge for and in practice by Cochran-Smith and Lytle (1999), 

research-led and research-oriented quadrants contribute to student teachers’ competences for 

practice (a priori/explicit/propositional type of knowledge acquisition), while research-tutored 

and research-based quadrants contribute to student teachers’ competences in practice (a 

posteriori/tacit/procedural type of knowledge acquisition). 



  
 

 

 

Research Methods 

I embarked on a pragmatic research journey to reveal the role of practicum of ITE 

programmes in developing student teachers’ competences and preparing them for conducting 

practice-oriented research in the cases of two universities from Hungary and Austria. I followed 

the mixed-method approach including methods of document analysis, interviews and group 

interviews (Creswell, 2014). 

The framing design of the research is of a case study nature, where one-one ITE 

programmes offered by universities of two countries (Hungary and Austria) constitutes the two 

cases. According to Yin’s differentiation of case study types (1984), due to the previously 

described state-of-art that there is little known about the researched issue from student teachers‘ 

point of view (especially in the national context of the two cases), present research can be 

considered mostly as an exploratory case study. However, the research extends beyond the pure 

exploration of the phenomena, and it leans towards the category of a descriptive case study. 

Moreover, it has an embedded multiple case design (Yin, 1984) because the research involves 

two cases, and in each case, there are multiple sources of data (course descriptions, interviews 

and group interviews with student teachers) as illustrated in Figure 2.  

 

 

Figure 2. Research design 



  
 

 

 

Research Results  

In Hungary, the presence of research-related competences in course descriptions is 

more dominant in the undivided programme than before. Moreover, the undivided programme 

urges that courses shall be evidence-based. However, this evidence-based approach is less 

visible in other elements of the course descriptions, such as the activities or contents. In the 

Austrian programmes, the course descriptions were very structured but not as detailed as in the 

Hungarian ones. In the new teacher education programme, there is a unique research 

methodology course that is based on student teachers’ research projects. The competences that 

student teachers shall acquire are defined on module levels, so it is not visible which ones 

individual courses focus on and how these are developed. 

In both countries, we can observe a shift towards research-based ITE. Literature 

suggests that the four quadrants of the teaching-research integration (Healey & Jenkins, 2009) 

can be arranged in a linear way to track the shift towards research-based education. In this way, 

the findings revealed that the characteristics of research-led and research-tutored quadrants are 

easy to grasp, and there is evidence of a shift towards becoming research based. However, the 

research-oriented quadrant seems to be a missing link, and if we think back that this quadrant 

is where student teachers shall be empowered methodology-wise to conduct research, it is 

questionable if research-based teacher education can be achieved without paying more 

attention to the research-oriented quadrant. 

Data has also shown that the situation is similar in the two cases; maybe just the accents 

are on different aspects. All the interviewees had conducted some research-related activities 

when they went to a school for a practicum, but in many instances, they do not consider these 

activities research or inquiry, for a lot of them it was just a task, and they failed to channel the 

results or lessons learnt back to their learning. This can be because students are not prepared to 

conduct research, they do not see the big picture or the relevance of educational research. In 

Austria, it became evident how big influence the departments have on student teachers’ attitude 

towards educational research. Students becoming teachers of one or two natural sciences are 

much strongly related to those departments, and by the time they get to the educational studies, 

they have an extreme and mostly rejective attitude towards educational research. 

In general, it can be concluded that student teachers hear about their teacher educators’ 

research, but it is difficult for them to connect it to their practice. However, student teachers in 



  
 

 

both countries reported the lack of preparation to conduct research and looking at the methods 

they chose for their small-scale research projects or their subjects; we may arrive at the same 

conclusion that the research-oriented quadrant is the missing link. So, besides the hackneyed 

things, such as “let’s do a questionnaire with pupils at the beginning of my practicum and at 

the end of it”, or “let’s make an interview with another teacher at the school” student teachers 

do not seem to have the methodological repertoire to make inquiries into their practice. 

 

 

Discussion and Conclusions 

Austria and Hungary are of a special interested in respect of recent reforms in their 

teacher education systems: despite sharing a common historical background as the Austro-

Hungarian Empire, these days the general trends in the two perspectives countries’ teacher 

education systems on a structural level are the opposite of each other. Besides exploring these 

structural changes and characteristics of teacher education programmes by the method of 

document analysis, student teachers of these programmes were involved in interviews and 

group interviews in order to explore their experiences related to the studied issue. Even though 

there is existing literature on the concept of „teachers as researchers” and its importance 

regarding student teachers’ learning, there is little known about whether the use of inquiry 

across teacher education programmes is systematic (Munthe & Rogne, 2015), and, besides this, 

it is less researched from the perspective of student teachers. 

A recent study on teacher quality identified supporting teachers as high-level 

professionals as the top level of long-term policy strategies that can contribute to teacher 

professionalism (European Commission, 2018). This level intends to create bridges between 

different measures to consider teacher professionalism as a more advanced concept, and 

besides supporting innovation, knowledge creation and dissemination, it mostly urges the 

support of the concept of teachers as researchers on the policy level. This level of strategy 

development also highlights the importance of collaboration between various educational 

stakeholders, such as schools, teacher educators, educational authorities, researchers, social 

and private sector actors, etc. 

 One manifestation of the concept of teachers as researchers by supporting teachers’ 

learning and integration of research into their practice is related to the reinvention of the lesson 

study genre by introducing the so-called ‘learning study’ as a way of curriculum development 



  
 

 

(Halász, 2018). In this manner, teachers become curriculum developers. The present study 

revealed that the research-related methodological repertoire of student teachers is mostly 

restricted to lesson observations, interviews, and questionnaires, and there is a lack of research 

into their practice. This raises the question whether ITE provides a reliable foundation for 

student teachers to integrate research into their everyday practice in order to improve their 

practice and/or the profession in general, to become curriculum developers, or to contribute to 

school development, all these with the aim to foster better student (pupil) learning. 

 Another importance of the concept of teachers as researchers, although in a more 

anthropological sense, gets in the focus when one considers the importance of multicultural 

education and culturally responsive teaching – since classrooms, primarily due to the 

technological advances in their virtual form, have been becoming more and more 

heterogeneous based on an increasing number of factors, teachers need to cope with 

multicultural student groups in multicultural environments. The followers of culturally 

responsive teaching argue that without being familiar with the pupils’ and students’ cultures 

and their pedagogical application, the achievement gap and/or the opportunity gap cannot be 

closed (Boreczky, 2014). Teacher knowledge that is required for culturally responsive teaching 

can be acquired through fieldwork, where the teachers conduct interviews with their pupils’ 

and students’ family members, observe the interactions, communication, habits, etc. with the 

family. Moreover, the narrative method (including teachers’ and teacher students’ narratives 

as well as narratives collected during fieldwork) (Boreczky, 2014) as a form of research also 

contributes to the professional socialisation and the development of cultural competences; 

therefore, it is highly relevant in ITE. 

 Reflecting on the result that student teachers reported on a limited set of data collection 

methods provides space for the emergence of a few questions. For instance, the genre of lesson 

study, which has its origins in Japan, but is becoming more and more known worldwide, is a 

method that could be easily integrated into ITE programmes as a tool for transforming student 

teachers’ experiential knowledge into explicit knowledge. Providing student teachers with the 

opportunity to conduct lesson studies and empowering them to use this method in their career 

would not only have benefits to their professional development, but it would contribute to 

schools becoming learning organisations (Gordon Győri, Halász & Endrődy-Nagy, 2017). 

 Reflection is a principal activity in both cases of this study, and there are numerous 

mentions of activities related to reflection by student teachers. Although there is evidence for 

integration research into teaching, student teachers seem to be closer to the paradigm of the 



  
 

 

teaching profession that Menter et al. (2010) identified as the paradigm of the reflective 

teachers. 
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