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ABSTRACT 

 
The purpose of this study was to examine engineering university professors’ teaching identity formation 

as a result of their experiences derived from their teaching practices. We used the position of cultural 
psychology and conception of identity in the practice of Wenger (2001). The stories of ten engineering 
professors from a Mexican university were retrieved through open-ended qualitative interviews. The 
results showed that the main coincidence in the process of being and identifying as a teacher was the 
interest in students and learning. We concluded the teacher identity construction developed through 
experiences of successful teaching practices and the commitment towards student training. 
 
Keywords: Formation, identity, teachers, university, teaching practice. 
 

INTRODUCTION 

Background 
 
Society attributes challenges to higher education institutions (HEIs), including faculty 

members. Specifying academic achievements to respond to the changing needs of the socio-
historical context is considered a responsibility of teachers (Cuadra & Catalán, 2016; Salas & 
Murillo, 2007).  International reports and research reports have been noted that the quality of 
education and students’ learning depends on the quality of the teaching staff (Díaz, Alfageme, 
& Serrano, 2013). 

The competency approach incorporated in HEIs requires great commitment for 
university professors to serve with a double identity, professional identity in their disciplinary 
field and teacher identity in teaching courses (Zabalza, 2007). Ideally, it is urgent to address 
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the professional identity of their disciplinary field, without neglecting the importance of 
assuming identities as teachers. In line with the previous idea, it is essential to mention that 
professional dedication to teaching can hardly stabilize their identity as teachers if they do not 
achieve their competences in their expertized fields (Lanèelle 2011, in Martínez and De 
Ibarrola, 2018). Thus, it is not enough to practice as disciplinary experts for university 
professors. 

Galaz (2011), based on his research, reported that professionals who join university 
teaching with a different previous training are characterized by an intermediate or transitory 
identity, and this has an impact on their lack of commitment with their work because they 
look for other job opportunities. Therefore, it is not easy to act in congruence by considering 
the importance of assuming the teaching identity (Aristizábal & García, 2012; Monereo & 
Domínguez, 2014). 

Some studies mention that in their first years, teachers face both uncertainties and 
inaccurate performances when teaching their classes (Bozu & Imbernón, 2016; Galadí, 2010). 
Galadí (2010) reported that this situation is more common when teachers do not assume the 
teaching identity. On the other hand, Bozu and Imbernón (2016) noted that it is necessary to 
improve initial teacher training programs to influence the quality of teaching in higher 
education. The novice university professors need to know how to plan and teach a class, 
prepare exams, general pedagogical knowledge, and methodological teaching tactics. It is also 
necessary to incorporate reflexivity in those who prepare to be teachers (Odabasi & Cimer, 
2012). 

Researchers (e.g., Bozu & Imbernón, 2016; Martín, Conde, & Mayor, 2014) support the 
idea of strengthening initial training because it has been reported that the teaching identity is 
developed precisely in the first years of the exercise in this profession. On the other hand, 
Zabalza, Cid, and Trillo (2014) reported that the foundations of teaching identity are 
strengthened in the context of relationships that the teachers develop in their first years of 
teaching. Thus, it is suggested to saturate teachers with meanings, generate efficiency 
expectations and satisfaction, in addition to reorienting their identity with the support of 
induction programs to the profession (Zabalza, Cid, & Trillo, 2014). On the contrary, when 
extrinsic motivations influence, the quality of teaching performance can be affected (Kilinc & 
Seymen, 2014). In light of these ideas, we considered that conducting a research study to 
observe successful practices and challenges regarding teacher identity is vital. 

Researchers in the related literature (Brito, Subero, & Esteban-Guitar, 2019; Contreras 
& Villalobos, 2010; Díaz et al., 2013; López de Maturana, 2010; Marcelo, Mayor, & Murillo, 
2009; Monereo & Domínguez, 2014; Valdés, 2017) investigated the identity of teaching staff, 
interested in incorporation or improvement of their teachings. In general, these studies link 
teaching complexity with the changes that emerge from curricular models or demands derived 
from educational policies in the social, cultural, and economic environments. Recognizing 
this complexity is critical because it helps to understand the need for teachers to assume a 
teaching identity, as indicated by the researchers mentioned above. They expressed that this 
identity affects the development of the faculty’s work favoring reflection and improvement in 
their teaching practice.  

López de Maturana (2010) indicated that teaching identity helps to assume the demands 
of a function according to the priorities of this era. However, as researchers pointed out, 
despite the importance of supporting the development and improvement of teacher teaching 
practices, sufficient mechanisms and spaces have not been developed to improve professional 
performance and strengthen the teaching staff’s identity. However, Vaillant (2009) 
documented that the construction of identity is not fully acquired through initial training 
programs. 
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For teachers who join teaching without prior training, learning through practice is 
central in constructing their identity in the didactic-pedagogical aspect (Muñoz & Arvayo, 
2015).  In this sense, it is necessary to address an identity study and its formation, based on 
the condition of each situation, teachers with and without initial training. 
 
Description of the problem 
 

Identity refers to people’s sense of self and, in turn, defines performance (Ávalos, 
Cavada, Pardo & Sotomayor, 2010; Remedí, 2008). The sense of self that a human being has 
and assumes is both a subjective limitation and an impulse for action (Ávalos, 2009; Ávalos et 
al., 2010). Aristizábal and García (2012) affirm that the identity of professional teaching 
represents a critical factor in teaching practice quality. 

Faced with the changing demands of the educational world, especially in higher 
education, becoming a proficient teacher requires assuming different versions of his identity, 
adjusted to the contextual requirements (Monereo, & Domínguez, 2014). A professional, who 
works as a university teacher, has a double identity: his profession, which is related to 
subjects he teaches, and his teacher identity. However, at the beginning of his teaching 
responsibility as university professors, what prevails is usually the identity in the taught 
discipline. Zabalza (2013) mentioned that due to the diverse functions of full-time university 
professor positions, university professors report a lack of professional teacher identity 
definition due to their responsibilities as researchers, and they need to do management to 
spread the knowledge before participating in the necessary cultural extension. 

In general, the HEIs’ faculty of most Latin American countries lack teacher training at 
the beginning (Martínez y De Ibarrola, 2018). This is due to the belief that mastery and 
experience in a discipline are enough for teaching as a university professor downplaying the 
development of teacher training and identity. In opposition to this belief, it is argued that in 
order to prepare better professionals, both from the requirements of the competency-based 
approach and from the demands of the current socio-historical context, there is a need for 
teaching and disciplinary competences, in addition to assuming both identities: the teacher 
and the professional discipline identity (Zabalza, 2007). Teacher training is a necessary 
condition in the processes of teacher change and reconstruction of professional action 
(Zabalza et al., 2014). 

On the other hand, Díaz-Barriga (2010) pointed out that teachers are considered 
constructive learners, indicating that teachers learn during the development of their practices. 
For this reason, it is essential to recognize their learning through practices, and this process 
requires acquiring new ways of learning and act accordingly. Zabalza (2007) and Díaz-
Barriga (2010) agree that a university professor who lacks teacher training learns from his 
practices. Therefore, if during his teaching performance, the university professor acquires a 
repertoire of didactic-pedagogical tools to face with the complexity of educational work, 
conducting a research study addressing the university professor’s construction of his identity 
as a teacher can help to understand how the university professor identifies himself as a 
teacher. 

According to Imbernón (2007), to strengthen teacher training, it is necessary to improve 
support strategies directed towards university professors and conceive teachers as subjects 
that can contribute from their experience. This posture makes more sense if it is accepted that 
a university professor is formed through practice. Thus, it is valuable to understand, from the 
university professor’s rapporteur, what has helped him to form and build his identity as a 
teacher, and in particular, in his early years of teaching work. In addition, in related literature, 
Bozu and Imbernón (2016) reported that there is a limited number of studies with beginning 
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university professors, which arises the research question of What characterizes of experiences 
that favor the construction of the identity of university professors in their beginnings? 
 
Purpose 

 
The purpose of this study was to identify the characteristics of experiences derived from 

teaching practice that drive the process of the identity construction of the university 
professors who did not have a didactic-pedagogical training during their first years of 
teaching work. 
 
Theoretical posture 
 

This research’s theoretical position is based on a basic principle of cultural psychology, 
which supports that an individual and the culture of the individual mutually influence each 
other. The human being, by its social nature, when participating in a specific practice, is 
modified by its context, while he modifies it by belonging to his culture (Bruner, 1991; Cole, 
2003; Wenger, 2001). The construction of identity is conceived as a product of a sociocultural 
nature, where the influence of socialization and interaction with others is highlighted, as well 
as the relevance of the meanings that guide the action. 

 Identity is built through participation in a social practice, which is why we begin from 
the concept of identity formation in action, from Wenger’s (2001) perspective. According to 
Wenger (2001), identification and meaning through commitment, as well as imagination and 
alignment, are key references in the construction of identity from the notion of identity in 
action, the human being constructs or forms his identity in sociocultural contexts. 

 From its social nature, learning is a conceived process constructed from practice. In 
this way, identity is assumed as learning that starts from the experiences of practice in various 
modalities of participation in situated activities. In this sense, individuals’ learning 
experiences within social environments enable the development and transformation of 
identities (Wenger, 2001). That is why Lave and Wenger (1991) emphasize that learning is 
becoming a different person. 

 When someone learns something new about a specific practice, the person and their 
work are transformed, that is why his identity suffers changes (Larreamendy, 2011). The 
foregoing is consistent with the notion of an identity that is not static but dynamic and 
changing, which is congruent with the position of the human being’s social nature and 
learning capacity. From this position, the notion of the dynamic identity of Ricoeur (2006) 
constitutes an axis of analysis since the construction of identity is a process that is constantly 
refigured or reconstructed. Finally, it is appropriate to point out from Ricoeur’s approaches 
(as cited in Fernández, 2016), indicating that it is important to understand a person from the 
actions as an ethical agent in understanding identity. 
 
METHODS 

Researchers in this study utilized a qualitative approach, based on the narrative 
biographical method from the modality of thematic life stories focused on practice (Bertaux, 
1999, 2005).  

 
a) The Study Group 

Ten professors assigned to the Department of Industrial Engineering of the 
Technological Institute of Sonora participated. Researchers used selective sampling criteria 
(Ruíz, 2012). The first criterion was participants’ referrals by their academic peers with 
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recognition of teaching practice. Based on the referred list of teachers, four other selection 
criteria were applied including (1) minimum experience of one year as a university professor, 
(2) not have teacher training in their beginnings, (3) identify themselves as teachers, and (4) 
agree to participate in the study. After the selection process, 10 participants (i.e., five male 
and five female) were identified to participate in the study. The participants’ ages ranged from 
28 to 48, with an average of 40. The average of their teaching experience was 12 years, 
ranging from 2 to 26 years 

 
b) Data Collection Tools 

The technique of collecting data was the interview, and for this, interview guides were 
prepared with three variants. The first instrument was a structured interview that was applied 
to university professors responsible for the administration of the graduate competencies in an 
educational program. These professors served as key informants to refer or nominate 
outstanding professors in their work. The instrument consisted of a section for identifying 
data, and another section to write the names of five distinguished professors by their teaching 
performance in their affiliated department, including a space to explain the reasons for their 
choice. Finally, a section was included to receive the contact information of referred 
professors. 

The second instrument was a structured interview that was applied to retrieve 
identifying data from the professors referred by the key informants. The structured interview 
included the type of contract, age, teaching seniority, professional training, work experience, 
and pedagogical training before becoming a university professor. With this information, a list 
of professors was filtered, from those who had at least two years of university teaching 
experience and did not have prior teacher training, to contact and invite them to participate in 
the research. The last criterion was to accept their collaboration in the study. 

The third instrument was a semi-structured interview guide with open-ended 
questions, including trigger questions that were used to provoke the participants’ reflection to 
generate their stories. This interview was applied to the professors who were included in the 
final version of the study sample. The instrument’s format was structured in two sections. The 
first section included recorded place, date, and beginning and ending time of the interview. 
The second part contained the following trigger questions: What or who helped you to 
identify yourself as a teacher at the beginning? How was that experience? Why? To which 
could be added more questions in order to gain depth and richness in the interviewee’s story. 
 

c) Obtaining the Story and Data Analysis 

The study procedure was developed in two stages, obtaining the story and analyzing the 
information (Bertaux, 2005). 

In the first place, the authorization and permission to enter the field were requested by 
means of an official letter signed by the institution’s corresponding academic authorities for 
the development of the study. Then,  potential participants who would provide information to 
the study were contacted. It should be noted that the information provided by key informants 
and interviewees was handled confidentially. 

The interviews were conducted on the agreed day, place and time. Prior to its 
development, details of the study were announced, and informed consent was reviewed in 
writing. The consent form, then,  was signed by accepting the conditions of participation and 
their rights. Interviews were audio-recorded with prior authorization. Before concluding the 
interviews, each participant received a space to express some additional information that 
would be considered relevant for the investigation. The interviews were finalized by thanking 
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participants for their collaboration. It is important to mention that due to the nature of the 
semi-structured interviews, subsidiary questions were generated to deepen the stories. 

The analysis began with a faithful transcription of the interviews. Then, emerging pre-
categories were identified, which were contrasted with the theoretical body of reference, and 
thus the final analysis categories emerged.  

The process of analyzing the information consisted of (a) carefully reading each of the 
transcripts and, if necessary, checking them with the audio to ensure that the narrative was not 
distorted, (b) retrieving relevant evidence from the transcribed stories in order to reduce the 
information without losing the orientation of the study, (c) generating emerging categories 
based on the empirical evidence recovered, (d) organizing the information by participants 
from the categories generated by means of a summary table that included relevant fragments 
that were used as key vignettes to illustrate the stories by participants, and (e) a transversal 
analysis, which consisted in identifying recurrences and particularities of practice reports of 
all participants. Finally, the results were integrated from the dialogue between empirical data 
and theory. 

 It is worth mentioning that this research had methodological rigor through the 
agreement between its components including question, objective, method, technique and 
procedure for collecting and analyzing the information (Salgado, 2007). On the other hand, 
the criterion of credibility was taken care of fidelity of the discourse of participants in 
transcription and reporting findings (credibility). Likewise, the research was exposed to 
various researchers to ensure reliability and validity. As ethical criteria, the anonymity of 
informants was considered, their consent was given in writing, attention was paid to risk 
management, which ensured that participants or the university would not be prejudiced, and it 
was informed about the use of their data to generate the results (Galeano, 2009). 

 To illustrate the participants’ voices, vignettes were used from excerpts from the 
interviews, and pseudonyms were used to refer to participants. P was used for participant, 
followed by a consecutive number as a differentiating element to ensure participants’ 
anonymity. 

 
FINDINGS 

After analyzing the data, it was found that the practical experiences that drive the 
process of identity formation during the first years of university professors’ work are 
related to two categories: satisfaction and commitment. For both categories, the 
characteristics of experiences derived from participants’ mentioned practice had to show 
the interest that participants refer to student’s learning when referring to their teaching 
practice. 
 

a) Satisfaction for Teaching Practice 
 

The satisfaction for the teaching practice arose from diverse experiences, 
emphasizing the following: (a) the teaching practice in the first classes with the students, 
(b) when they overcame their nervousness and found alternatives for improvement, (c) 
value teaching as a vocation that they had not discovered and considered it as an 
opportunity for professional development, (d) felt competent when integrating their 
experience as industrialists to the teaching work, and  (e) imagined themselves as able to 
support the learning process of the students. 

The experience in the delivery of the first course indicated the identification of 
teaching. For example, when the interviewees shared what helped them identify themselves 
and saw themselves as teachers, they told stories like the following. P1 narrated: 

 



 Journal of Turkish Science Education. 17(4),504-519 510 

I can say that the moment I touched the classroom... I said: I want to be a teacher! 
The moment I opened my classroom and felt the butterflies in my stomach, I felt my 
students! And I said: this is I want to be! I do not know, that day I realized that. [P1] 
Continuing the story, he insisted: “Every day, every start of semester... butterflies in 

my stomach return despite my experience, even if it’s the same course, whatever it is, I still 
feel butterflies in my stomach.” P1 closed his comments by saying: “The day you don’t feel 
them, be careful!”  

It is appropriate to point out the warning expressed by P1 as “be careful!” was a 
reflection for himself in his story. He said that every teacher must feel the emotion of being 
sensitive to students. He mentioned that if this was not present in his act, it could cause 
problems of disposition and commitment towards teaching. 

The first teaching experiences were also characterized by the nervousness of 
participants before a new activity. Overcoming this nervousness was part of the 
construction of identity. For the teachers, the nervousness represented “feeling a new 
challenge” as expressed by P2. In this respect, it is important to point out that the 
interviewees recognized the presence of insecurity in their first classes. Regarding this, P1 
stated, “like everyone, I think we started a little hesitantly.” In addition, for P1, the 
nervousness that he felt from the first class sessions and when he started a course, was “a 
challenge.” It was identified that, with different stories, teachers related nervous situations 
as a challenge or experience that led them to look for alternatives to improve their teaching. 
The previous idea was a coincidence in the narrations of professors, including P1, P2, P3, 
P4, P6, P7, P8, and P9.  

Some teachers thought teaching was a profession that they had not discovered, but 
somehow they already had. In this sense, P1, P2, P8 and P10 agreed. P2 described that “to 
be a teacher is to feel like a fish in the water,” in this context of the story, he mentioned 
that he felt like vocation since his first years in teaching practice. He mentioned that “being 
stuck to books, acquiring knowledge and transmit them” for him it was a pleasure, then 
shared the following: 

I felt joy! I do not know if it’s what it feels like when you say: I have the vocation! 
Right now, I still do not see myself working if it's not in a university as a teacher I 
do not regret having chosen to be a teacher because it fills me with satisfaction 
every day. [P2]  
On the other hand, another participant shared: 
I think I always had the vocation [to be a teacher], as an industrialist I had the 
experience giving workshops in the company, and also since I was in high school 
had the responsibility to help my brothers in their tasks, I was in charge of they, and 
now that I think about it, I think there was always a joy in me for teaching. The truth 
is I am very proud to be able to help the boys here in the race because, in addition to 
them, you have to love them, yes [he insist] the student you have to love the student. 
[P8] 
The joy and emotion originated from first classes, as well as disposition to 

overcome nerves assuming them as acting challenges, were parts of the beginnings of a 
built-in identity acting. The university professors began to identify themselves with 
teaching action as they overcome fears and insecurities. As the teaching of the classes was 
practiced, it took on a meaning that had not been thought, that was, from being a new 
function for them, was associated with a teaching vocation that had not been discovered. 
They imagined themselves differently as they advanced in their teaching experience. In this 
sense, the presence of three key referents of Wenger’s acting identity (2001) is noted: 
identification, meaning and imagination. 
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Some professors (e.g., P3, P5, P7, and P9) mentioned that in their early years, they 
were not teachers and saw themselves as engineers. They noted that they were aware that 
they were far from being teachers. One of them said: 

Is just that I am not a teacher, I teach, I transfer my knowledge and experience as an 
engineer, but I still have a lot to be a teacher, and yes, I like what I do, although 
little by little I am forming myself. [P5] 
Following the previous, Martínez and De Ibarrola (2018) noted that it is complex to 

assume an identity as a teacher without first acquiring the competencies of that function. 
When teachers recognize that they are not teachers or lack a lot for it, it is expressed as a 
need for training that they are willing to address (Martínez & De Ibarrola, 2018). 

The authors mentioned earlier affirm that transition to a new identity is complex. 
However, it is also considered that institutional training mechanisms are part of identity 
construction; therefore, it is appropriate to promote both formative routes. The present 
results reaffirm the importance of emphasizing teacher training as an element of change 
that affects the transformation towards professional identity as a teacher (Zabalza et al., 
2014). 

The formation of a new teaching identity, in the beginnings of teaching, was 
strengthened by involvement in the teaching practice. In these cases, interaction with 
students in first semesters, and previous experiences related to teaching, as well as the 
experience of being instructors of courses in the industry, were precedents in the formation 
of their identity as teachers. Consistent by Lave and Wenger (1991), teaching-apprentice 
socialization from a joint work experience contributed to the development of human beings 
and teachers’ training in this case. 

Approaches to a teaching identity, which highlight the advantages of interaction 
with others (students), coincided with the assumption of human beings’ social nature. 
These ideas are consistent with other studies reporting the context of relationships 
developed in the first years of the teaching takes on meaning in their identity (Zabalza et 
al., 2014). 

For an industrial engineer, becoming a teacher created a new possibility of 
professional development that emerged during the teaching in the classroom. An almost 
total agreement was presented among the professors who shared their stories. Six of the 
interviewees assured that being a teacher was better than working in the industry. When 
they were asked about why they said teaching was better, one participant answered that 
“the complexity of teaching is not exhausted [P2].” Another participant said, “Being a 
teacher keeps you always updated, in the search for new knowledge, forces you to be at the 
forefront, to find alternatives for students to learn [P3].” In these cases, teachers 
experienced the satisfaction that led to personal growth, which drove them towards 
constant updating, not only in the field of industrial engineering but also in the search for 
preparation to performing as teachers. 

For the participant P6, being a teacher “is better than the maquila because, in the 
maquila, there is not the same need to make adjustments.” For his part, P4 reported that his 
entry into teaching meant access to a “work activity with better opportunities for personal 
and professional development, in addition to offering a flexible schedule of less physical 
wear. P3, P4, P5, and P7 expressed that being a teacher was better than work in the 
industry. 

Describing the pleasure of teaching as part of the process of identity formation 
highlighted opportunities to see in teaching possibilities for the development of the 
profession of origin coupled with personal satisfaction. The reason for this was that the 
teaching experience allowed them to be updated in their disciplinary area, and felt that they 
helped others to learn. 
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The advantages about the process of constructing identity as teachers, based on 
empirical evidence from P1, P2, P3, P4, P5, and P6, were as following: (a) the constant 
opportunity to identify as teachers when developing teaching practice, (b) the need to stay 
updated in their disciplinary area, and (c) the satisfaction experienced in contributing to the 
training of their students. These advantages were motivation in their work. 

When continuing with the description of what marks the satisfaction for teaching, 
P4 mentioned that she discovered the taste of being a teacher when performing as a teacher 
in her first course called Economics in Engineering. She stated, “I liked to give classes 
precisely for that matter,” was part of a narrative context. She mentioned that she gained 
experience at a company as a project evaluator, which helped her become familiar with the 
mentioned course. Regarding this, she stated: 

The opportunity to work out there, in the day to day, in the industry, helps the 
teacher to bring concrete examples to the classroom, we can bring real cases when 
the subject you teach is related to what you do at work. [P6] 
The possibility of teaching the course of Economics in Engineering, combined with 

work experience in the area of specialty in which she joined as a teacher, represented a 
fundamental advantage that helped her to integrate her knowledge from theory to practice. 
This experience allowed her to support students in applying their knowledge to the 
corresponding course. In this case, the teacher felt and imagined herself as competent and 
identified herself as someone capable of supporting her students in the learning process.  

According to Wenger (2001), identity is presented in action, which is woven little 
by little at the beginning of a teacher’s career. In particular, the identity is built when 
teachers discover in themselves teaching vocation and value satisfaction for what is done. 
Another aspect of that identity in action is teachers’ noticing that teaching is an alternative 
development complementing their training and disciplinary development based on what 
they do in the classroom and what drives them to prepare during their practices.  

For university professors, their discipline of origin is substantive to feel competent 
and satisfied as teachers. According to participants, the work experience gave them security 
and confidence when helping to teach their students what were related to their disc iplinary 
areas. The participants argued that the experience gained in their field of work facilitated 
them to feel familiar with courses. This favored their theoretical and practical capacity.  
They said they experienced the satisfaction of recognizing themselves as competent and 
supported students in applying the knowledge contemplated in the course programs of the 
subjects they taught. The feeling of competence, which is part of its identity construction as 
a teacher, was not only achieved by teachers’ mastery from theory but from the various 
situations experienced in the field of their profession to work in the company. 

When the connection of learning originated in non-formal scenarios was enhanced, 
for example, what an industrial engineer learned from work experience incorporated into 
classrooms with students, teacher identity formation was influenced. This idea is sustained 
in Wenger’s theory of cultural psychology (2001) to specify the relevance of learning from 
participation in situated contexts. In this sense, the idea of Ricoeur (2006) is also 
reaffirmed about the fact that identity can be constantly refigured. It was observed that one 
of the reasons for these changes or reconfigurations originates to the extent that knowledge 
or competences are strengthened in situated learning contexts (Brito et al., 2019; Díaz 
Barriga, 2010; Martínez y De Ibarrola, 2018). 

A recurring coincidence among the participants was the taste or satisfaction towards 
teaching practices arose from moments in which they achieved experiences that, in some 
way, contributed to students’ learning process. P10 mentioned: 
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When the student understands me, it’s when I feel good, that’s when it’s worth it 
[and reiterates the expression with emotion], worth the effort! Otherwise, I feel that 
something is wrong and you have to look for it because that is why we are here [in 
the teaching function]. [P10]   
Another participant also pointed out that:  
The most important thing is when the student manages to apply what they have 
learned; otherwise, it is as if we are not doing our work. If the student does not 
learn, what are we here for? [the teacher questioned herself, and also adds], but 
that’s not how everyone thinks. [P4] 
For his part, P6 mentioned that it was pleasing to “know that from the course [which 

he taught] the student is being trained.” According to the results, one of the most 
significant experiences for the construction of identity in the practice of teachers, at least in 
its beginnings, was teachers’ satisfaction when carrying out a work activity that allowed 
them to influence the academic training of their students. 

From the results of this research, it was possible to notice that the teachings’ 
beginnings were usually somewhat complex if one took into account that there was 
uncertainty about how to help the students. It was also identified that anxiety was felt in the 
beginning was seen to overcome the experience and security of what was done every day. 
Also, at other times, it can be seen that the lack of initial training was a limitation for 
teaching practice. However, it is worth noting that although at the beginning of the 
teaching, the presence of complications for teachers was common, the interesting thing was 
that precisely these experiences became an invitation to reflection and improvement around 
function (Bozu & Imbernón, 2016; Galadí, 2010) and that was what was part of the process 
towards the construction of a new identity. 

In short, the satisfaction of being in contact with learners, and having opportunities 
to interact in the learning process, contributed to the process of teacher identity 
construction. 

 
b) Commitment to Their Roles and Students 

 
The commitment toward students and university professors’ learning provided 

meaning to the formation of the teaching identity. Below are the results that refer to 
experiences that contributed to this formation. 

The beginning teacher saw themselves as teachers when they were able to bring 
classroom real problematic situations that arose in the industry. By questioning the 
participants why commitment was valued, an emphasis was placed on the concern and 
commitment to the formation of students. All the participants narrated that since their 
admission as teachers to the university, they sought to contribute to students’ professional 
preparation of the educational program from which they graduated as industrialists.  

From the beginning, professors’ interest in favoring conditions for the apprentice to 
integrate theory with the practice led them to prioritize the generation of examples, 
challenges, and problems that arose from real situations in the workplace. The commitment 
to prioritize the aforementioned actions made sense for the professors, and this practice was 
reflected as part of their training and identification as teachers, not just as engineers. 

When the participants were asked what helped them to identify as a teacher at the 
beginning of their teaching (subsidiary question), the obtained answers were related to how 
they led students to learn. Regarding this question, P6’s answer was “the class session, 
when I use cases, practices, and concrete examples.” To P1, what helped to identify as a 
teacher was “to promote learning activities in which academic situations related to the 
future performance of the student are addressed.” 
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The participants assured that the best way to favor the comprehension of 
information and learning by students was using a real context. For his part, P7 said that he 
was shaping up as a teacher: “in trying to transfer the apprentice to different scenarios so 
that he can identify what can be useful and what will apply.” 

From these two examples, it was identified that when teachers prioritize these 
actions because these actions sought to prepare students better. These practices allowed the 
participants to identify as teachers.  

As Wenger (2001) points out, the process of imagining oneself as a teacher favors 
his identity from acting when teaching a class. On the other hand, what drives them to act 
in this way is the commitment teachers feel for students and their learning. In this sense, it 
is understood that commitment represents the meaning that mobilizes teaching 
performance (Bruner, 1991). 

It is appropriate to mention that practice experiences that gave satisfaction to 
teachers. However, it was identified that in the first courses taught by teachers, 
commitment and satisfaction were related to the desire to support students in their training 
as engineers. According to the narration of professors, this originated a concern to look for 
alternatives training as teachers. In this respect, P1 said: 

When I started this adventure [as a teacher] in college, I was not a teacher, and I 
realized that I had a lot to learn, here in the institution those who know this are those 
of education, that is clear to me. But I have always known that I have to prepare, 
and since then I took advantage of all the courses that came out, I remember that 
since that time the institution had an area run by education experts [the teacher tries 
to remember the exact name of the area and makes a recount of the name changes. 
Currently, the area is called Coordination of Academic Development ... and 
continues saying ...], I remember that Dr. Ferreiro was an advisor (...); and also 
came professors from the UNAM, ITESO and uf, they were very good, [he said:] I 
took advantage of everything. And I read a lot, and consulted with my classmates 
who had experience teaching. [Later on, in relation to this story, he says:] One 
cannot do it alone! [he also mentioned], it is necessary to help each other as much as 
possible to help the students. [P1] 
The opportunities for teacher training gestated from the university to support 

beginner teachers and participants valued their transition to their process of identity 
construction. In this order of ideas, we can see a coincidence with Zabalza (2013), who 
points out that the favorable effects of the experienced training can generate greater interest 
in professors’ formation.  

The teachers’ concern for student learning arose from the reflection on the 
commitment to perform as best as possible in their roles as teachers. However, participants 
recognized that they experienced doubt and needed help from their academic peers in the 
beginning. 

Teachers imagined themselves as professionals capable of contributing to the 
preparation of future industrial engineers by incorporating or transferring their work 
experience to classrooms. This way of imagining acted as an impulse for actions that led 
teachers to prepare for teaching. The participants in this study expressed “if something must 
be done, the first time should be done well” with different nuances by P5, P9, P2, P1, and 
P6, who described that during their practice as teachers identified the need to incorporate 
new knowledge, in addition to those referred to the discipline to develop as teachers in 
their narrations. However, when analyzing overall stories, it was noticed that the 
knowledge of the didactic-pedagogical area, in some cases, were considered as 
complementary. Also, a great extent to the advantage of discipline experience was put in 
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the foreground. In these cases, identity initially prevailed as engineers, and their teaching 
identity was being shaped. 
 Finally, according to the assumptions of cultural psychology and consistent with 
what Bruner (1991), Cole (2003), and Wenger (2001) indicated, participation in situated 
contexts, in which the human being develops, is inherent to the identity development 
constructed in practice. In this sense, the results led to the conclusion that teachers were 
involved in the training process of their students, indicating that the educational actor 
experiences a satisfactory process from which they identified themselves as teachers. The 
cultural environment, in which teachers’ professional practice was developed, especially 
classroom settings, allowed them to build themselves as teachers from their own practice. 
At all times, what dynamizes the teaching action is the commitment to teaching itself and 
towards students; on the contrary, as Kilinc and Seymen (2014) pointed out, the lack of 
intrinsic motivations can affect the quality of their performance. 
 
DISCUSSION and CONCLUSION 

In the context of the daily activities of the teaching staff lies the idea of the main 
deficiencies that they lived as students can be solved. This perception is strong during the 
performance of the first classes. However, as they experience the difficulties and 
challenges of teaching, they gradually discover that disciplinary knowledge is not 
important, but not enough to successfully complete their teaching practice.  
 For the participants of this study, to become teachers and experience, this practice 
led them to value the meaning of being teachers, which in no case means that they stop 
identifying with their profession. It is necessary to take into account that the beginning 
teachers refer satisfaction for the teaching work itself, as well as for the advantages derived 
from it. 
 It was identified that in the beginnings as university professors, the meanings that 
gave significance to the construction of identity arose from commitment and satisfaction 
from the experience of contributing to students’ formation. It should be noted that the 
commitment towards the apprentice lead teachers to strengthen their own professional 
development and, at the same time, led them to prepare themselves as teachers from the 
didactic-pedagogical perspective. That is why, from the universities, better insertion 
programs must be articulated for enhancing teaching and strengthening teachers’ teaching 
identity. 
 During the first experiences in teaching, the construction of identity as a university 
professor occurred. The participants showed interest and commitment prevailed to a great 
extent in disciplinary competence as engineers. However, the participants also expressed 
interest in their training as teachers. That is why it was suggested to strengthen training 
routes focused on the needs of teachers and promote social and situated learning to 
strengthen the institutional offer efforts. For this reason, reflection processes around the 
practice can be considered as triggers for training and improving the practice of teachers.  
 In general, what drives engineering university professors to identify as teachers 
were the satisfaction they experienced in the classroom. The practice can be considered as 
training triggers for the improvement of teachers’ practice. This coincides with proposals 
such as those cited by Odabasi and Cimer (2012), who suggest the incorporation of 
reflection skills as a training strategy before the teaching service. 

Regarding the identity from performance, it was concluded that when the 
experience of participation as a teacher does not underlie the commitment and satisfaction, 
it can be difficult for the teacher’s identity to be formed. 

In short, what strengthens the teaching identity was the meaning that the teaching 
itself had for teachers. The satisfaction and commitment derived from the teaching function 
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is a path of identity construction and an invitation for institutions to continue promoting 
support for teachers to strengthen their practice, which requires creating conditions for 
teacher training for the benefits of students and university professors. 

An important finding was that teachers assumed the demands of their teaching 
performance from the beginning, and these planned demands were what built their 
identities. An interesting finding was that not having a teacher training, rather than being 
seen as a limitation, was an engine that drove them to build or strengthen their teaching 
identity, enhancing the advantages of their professional identity. In these cases, the findings 
coincide with López de Maturana (2010), pointing out that spaces and mechanisms must be 
created to strengthen the teaching staff’s identity. Similarly, Zabalza (2007, 2013) stated 
that in the context of higher education, it is necessary to ensure a double identity to favor a 
better teaching performance of teachers, since their identity is permeated with action 
(Bruner, 1991; Ricoeur, 2016), and that in this order of ideas must be strengthened from 
the initial teacher training. 

Finally, it is necessary to mention that the results of this research were limited to the 
analysis of stories of teachers’ experience without initial training to teach and depart only 
from the perspective of university professors. The above is considered relevant for the 
understanding of construction routes towards identity because it sought to recover 
experiences of teachers referred to as good teachers by their peers. However, given the 
qualitative nature of the study, it was recognized that it is necessary to reflect on the 
present results from the study context and keep in mind that what was reported is not for 
generalization purposes. The findings of this study can encourage researchers to deepen the 
understanding of the line of investigation around the formation and teaching identities of 
the professors who teach higher education. 
 
Suggestions 
 

Based on the findings of this study, it is recommended that the educational authorities 
recognize those teachers committed to their teaching function and establish conditions for 
their continuing education, both in the pedagogical and in the disciplinary. These teachers are 
mainly those who join the teaching being professionals or disciplinary experts of the classes 
that they teach but that do not have studies that have prepared them for the exercise of 
teaching. 

 According to the results of the present study, the commitment and satisfaction derived 
from the teaching exercise are a source that triggers the construction of the teaching identity. 
Having said this, it is recommended that the attitudinal dimension, as well as the entry and 
permanence requirements, be given more importance. 
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