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Abstract: The aim of this study was to examine the social representations of Greek
kindergarten teachers and student teachers about their professional identity. One hundred
fifty participants took part in this study, namely, 50 kindergarten teachers from Greek public
kindergarten schools and 100 student teachers, half in their first year of studies and half in
their final year. Data were collected through an open-ended question and free association
methodology. The Alceste (Analysis Lexemes Co-occurents in Texts Segments Set) software
was used for the analysis. Findings showed that teaching experience and years of studies
affected the representation of professional identity. Social and cultural backgrounds, academic
knowledge and teaching experience had an impact on the teachers’ representations of the
studied group. These factors underline the concept of professional identity as a dynamic,
evolving and active process.
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INTRODUCTION
Social representations in education
Education is a privileged domain for the application of the theory of social
representations (Moscovici, 1961/1976, 1984; Jodelet, 1984, 1989). This theory can
address different levels of analysis of the educational system and study the dialectical
relations existing between the different elements of this complex system (Jodelet,
2011). These relationships can be seen in three different levels: a) political, where
the aims and modalities in organizing educational training are defined, b) the
institutional hierarchy whose agents are responsible for the implementation of these
policies, and c) the users of the school system―students and parents (Jodelet, 2011).
Initial studies in social representations in education dealt with the issue of the
role of organized sets of meanings within the educational system and the educational
process. These studies highlighted the relationship between social representations
and the discourse in institutions depending on the social positions that different actors
in the education system held (administrators, users and parents) (Jodelet, 2011). Also,
they underlined the concept of pedagogical relationship considering the role
attributed to teacher and students (Gilly, 1984, 1989). In recent years, a new
development in the study of psychosocial processes in education took place in several
countries and especially in South America (Seidman & Sousa, 2008; Sousa & Villas
Bôas, 2008; Sousa, Novaes, & Villas Bôas, 2012). Particular attention has been paid
to teachers’ representations, when describing their role and thinking about their
profession. Another important characteristic that was examined, was the contribution
of social representations in education (Γκέκα, 2015; Jodelet, 2015) and the processes
regarding transformation of educational practices (Chaïb, Danemark, & Selander
2011; Pardal, Martins, de Sousa, Del Dujo, & Placco, 2007).
According to a classical definition, social representation “is a form of knowledge,
socially developed and shared, with a practical aim and contributing to the
construction of a common reality for a social group” (Jodelet, 1989, p. 36). The same
author points out that the specificities of professional groups are reflected in the
relationship between agents and their activities and how they relate to norms and
functions in the workspace (Jodelet, 2011).
Another feature of social representations, as Jodelet emphasizes, concerns their
dependence onto social communication: “actually, be in inter-subjective or located in
public space, it will help […] to produce and maintain a common vision of a social
group, whether a social class, a cultural group or simply a professional group. This
view is considered as evidence and used to read the world in which we live, to act on
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it, to decode people who constitute the social environment, to classify and interpret
their behaviour” (Jodelet, 2011, p. 135).
Social representations are markers of social identity (Breakwell, 1993; Coen-Scali
& Moliner, 2008). Sharing of common social representation by a group is a determinant
in the construction and maintenance of its identity. This process indicates the identity
function of social representations, which brings us back to the significance of the object
of representation for social groups. Thus, when the group adheres to the same
representations, it strengthens social ties and asserts a social identity aiming to keep a
positive image (Jodelet, 1984, 1989).
Heterogeneous experiences and the cultural background of each subgroup can
influence the construction and training of social representations of the teaching
profession. Moscovici, in his study of psychoanalysis (1976), has shown that
representations vary among groups: they are related to the subjects’ inscriptions in the
social, cultural and political context. The same author points out: “the analysis of
social representations must be, by definition, comparative: it involves the comparison
between groups, the comparison between cultures, and the comparison between
attitudes and ideologies” (Moscovici, 1976, p. 76).
Teachers’ professional identity
Kindergarten teachers’ professional well-being and professional identity are being
given increasing attention in countries throughout the world as key dimensions for
their continuing professional development (Gregoriadis, Grammatikopoulos, &
Zachopoulou, 2018; Oberhuemer, Schreyer, & Neuman, 2010). Teachers’ professional
identity is considered as an important factor in the understanding of their professional
lives and effectiveness (Hong, 2010). For example, Bullough and Gitlin (2001) showed
that identity is crucial to the practice of teacher education, while Sammons et al. (2007)
reported a relationship between aspects of teachers’ professional identity and young
children’s academic achievement.
However, it is only in the last years that teachers’ professional identity has emerged
as a separate research area (Beijaard, Meijer, & Verloop, 2004). Till today, researchers
maintained a relatively limited understanding of teachers’ knowledge and
representations of their professional identity, how they perceive themselves as teachers
and which factors contribute to their professional identity (Beijaard, Verloop, &
Vermunt, 2000).
In an influential review of studies on teachers’ professional identity, Beijaard et al.
(2004) found that they can be divided into three categories: a) studies in which the
focus was on teachers’ professional identity formation, b) studies in which the focus was
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on the identification of characteristics of teachers’ professional identity, and c) studies
in which professional identity was (re)presented by teachers’ stories. The same authors
described the formation of teachers’ identity as “a process of practical knowledgebuilding characterized by an on-going integration of what is individually and
collectively seen as relevant to teaching” (Beijaard et al., 2004, p. 123).
Teacher professional identity is a concept that in several studies remains
ambiguous without a universally accepted definition (Lamote & Engels, 2010). In
earlier literature (e.g., Erikson, 1968; Mead, 1934), researchers described the concept
of identity in terms of “the self” and as a singular, fixed and stable attribute that was
not influenced by the external environment. In the years that followed, these initial
views were challenged, because they were not offering adequate explanations about
the behavioral changes that were context dependent (Hong, 2010). Consequently,
researchers started viewing the concept of professional identity as a dynamic, evolving
and active process, which develops over time through interactions with others
(Watson, 2006). Geijsel and Meijers (2005) described the formation of teacher
identity as a continuous learning process, where every professional experience is reinterpreted against a background of reciprocal interactions of emotions and
knowledge. Similarly, Beijaard et al. (2000) viewed professional identity as something
established and maintained through interactions in social situations and negotiation
of roles within a particular context. Hence, professional identity presupposes both
person and context. Teachers who share their experience in the field and student
teachers who are trained and exposed to teaching practices shape their professional
representations in relation to these interactions.
However, despite the increasing interest in the professional identity of teachers,
there is still not enough research available to allow for indisputable agreement on
the definition, the formation mechanism and the basic characteristics of teachers’
professional identity (Hong, 2010). This gap can be considered even wider, when it
comes to the professional identity of early childhood educators, where there is almost
no available study, to the best of the authors’ knowledge. This lack of an empirical and
theoretical foundation has motivated researchers to examine which major dimensions
constitute teachers’ professional identity. For instance, Bilgrami (2001) analysed
conceptions of professional identity that include identity as focus on a single object
(e.g., person, item, event) or as focus on morals or another social category (e.g., origin,
occupation). Also, Kelchterman (1993) attempted to investigate teachers’ lives and
professional well-being and described five interrelated components of professional
identity: self-image, self-esteem, job motivation, task perception and future
perspective.
Overall, the concept of professional identity seems to include various dimensions

Kindergarten teachers’ and student-teachers’ social representations

155

of the professional role. It may refer not only to the effects of external factors like the
perceptions of other people, social stereotypes about the role etc., but also to the
personal theories and experiences of teachers (Beijaard et al., 2004). For example,
what teachers consider important about their work, their background and their social
representations of their role are equally important, when trying to examine the
professional identity of early childhood educators.
Aim of the study
The present study examined the social representations of kindergarten teachers and
of student teachers about their profession. More specifically, this study attempted to
investigate the social representations of Greek preschool teachers and student
teachers regarding early childhood teacher s professional identity. It was assumed
that the meanings attributed to the object of the representation –kindergarten
teacher’s professional identity– by each of these groups can contribute to our
understanding about the way they build their professional identity.
An additional goal of this study was to examine whether freshmen and senior
students have differences in their representations about their role. The latter aim was
set based on the widely accepted assumption that there is a distance between theory
and practice, between the perceptions a student teacher has for their professional role
and the perceptions a teacher forms after acquiring field experience. Student teachers’
representations of their role were found to be formulated through interactions among
research-based knowledge, preconceptions about teaching and limited personal
practical knowledge acquired mostly from indirect experiences (e.g., activities like
problem solving, their trainers’ narratives) (Lamote & Engels, 2010). On the other
hand, actual teaching experience challenges a teacher’s professional identity in various
ways. Becoming member of a professional group and gaining the overall classroom
experience often results in a redefinition of one’s position and one’s representations
of their professional identity (Vähäsantanen, Hökkä, Eteläpelto, Rasku-Puttonen, &
Littleton, 2008). From a theoretical point of view, Jodelet (2006) pinpointed the central
place of experience within the social representation formation process.
In sum, the main purpose of this study was to examine the social representations
of Greek in-service and prospective kindergarten educators about their professional
identity. Moreover, the study investigated the possible effect the teaching experience
and the year of educational studies might have on the teachers’ and student teachers’
professional identity. That is why apart from the kindergarten teachers, two groups
of student teachers, namely, freshmen and senior, participated in the study to map
their representations at different times during the teacher preparation program.
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METHOD
Participants
Overall, 150 participants took part in this study, deriving from two different groups.
Specifically, 50 participants were early educators from Greek public kindergarten
schools and 100 participants were student teachers studying at the Department of
Early Childhood Education of Aristotle University of Thessaloniki.
The 50 preschool teachers attended an in-service training program in the
“Didaskaleio” in Thessaloniki in 2012. The “Didaskaleio” was organized by the
School of Education of Aristotle University of Thessaloniki and offered a tuitionfree two-year training program. Only in-service early educators or primary teachers
with a minimum experience of five years of teaching could apply to the course.
The kindergarten teachers were all female. Their mean age was 40.6 (SD = 6.09)
years and their mean teaching experience was 9.4 (SD = 4.02) years. From the early
childhood education student teachers participating in the study, 50 were freshmen
(in their first year of study) and the other 50 were seniors (in their fourth and last
year of studies). Most of the student teachers were females (94 females, 6 males) and
their mean age was 19.95 (SD = 2.08) years. The freshmen students’ mean age was
18.4 (SD = 0.6) years and the mean age of senior students was 21.5 (SD = 1.06) years.
Measures

Free associations
The free association method was used for the extraction of the participants’
representations (Hollway & Jeferson, 2008). Free association is a technique usually
applied to solve inner conflicts and contradictions in the context of psychoanalytic
therapy to help patients learn more about what they are thinking and feeling.
However, it is often used in social studies when the researchers want to record their
participants’ representations. The application of free associations is relatively simple
and is based on the free and spontaneous production (oral or written) of words,
expressions, adjectives, etc.
For the needs of this study, one open-ended question was used to which
participants had to respond in a free-associations manner. The question was: Write
the first six words that come to your mind when you think of the words “early
childhood teacher”. Participants were asked to write up to six words. Then, they were
asked to explain every word they wrote.
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At the end of the procedure they were asked to fill in various demographic
characteristics (e.g., age, gender, years of teaching experience, what year of study they
were in).
Procedure
The data was collected in November of 2011, after the early educators had completed
their two-year training in “Didaskaleio” and after freshmen had finished their first
year of studies and seniors were about to graduate. The participation in the study was
voluntary. Furthermore, participants were also informed about the confidentiality
and the anonymity of the respondents and they singed an informed consent form.
Data analysis
Two data files were created. The first included all the free associations to the stimulus
“early childhood teacher” and the second included all the explanations of each free
association. Each data file was analysed through the Alceste software (Analysis Lexemes
Co-occurents in Texts Segments Set, Reinert, 1986). Since its creation, the methodology
employed by Alceste is oriented to the analysis of textual data. It analyses several
divisions of the corpus into “context units” to make comparisons and groupings of the
corpus segmented by lexemes content. Then, it seeks for content matching, that is
independent of the arbitrary cutting to lexemes content. This allows for an analysis
solely based on the meaning of the context units and not their size (Reinert, 1998).
Finally, the categorization in context units follows a top-down hierarchical classification
(Geka & Dargentas, 2010).

RESULTS
Analysis of free associations
The first Alceste analysis provided all the words1 associated with the stimulus “early
childhood teacher”. The categorisation in “elementary context units” with top-down
hierarchical classification analysis resulted into eight stable classes including 129
elementary context units (e.c.u.)2 out of the total 140 (92.14%) (Figure 1).
1

2

To submit the material collected to the Alceste analysis, Greek words were translated into French; the
software does not allow the processing of data in Greek.
Elementary context units: defined by Alceste from a compromise between the syntactic form (punctuation in corpus-text) and statistics constraints (number of ECU previously established).

158

M. Geka & A. Gregoriadis

Figure 1. Top-down hierarchical classification of free associations

The classes are presented in Table 1 along with the lexemes for each one of them
and the theme they refer to.
Table 1. The eight lexical classes of free associations
Class
Class 1
(16.28 %)
Class 3
(13.95 %)
Class 5
(8.53 %)
Class 8
(17.83 %)
Class 2
(16.28 %)
Class 4
(11.63 %)
Class 6
(7.75 %)
Class 7
(7.75 %)

Specific lexemes of each class
Songs, color, joy, tales, play, handicraft, puppet show,
innocence, spontaneity, Freshmen students
Painting, kindergarten, music, hug, noise, puppet show,
little children, laughing, handicraft,
Freshmen students
Play, activities, tales, theatre, painting, noise, songs,
children, Senior students
Activities, teacher, children, amusement, school,
learning, instruction, observation, classroom, education,
friendship, Senior Students
Patience, flexibility, cooperation, group, vocation,
knowledge, pedagogue, understanding, Teachers
Responsibility, acceptance, love, tenderness, joy,
education, security, amusement, learning, Teachers
Training, care, knowledge, love, education, Teachers

Class theme
Children’s arts
& crafts activities
Children’s arts
& crafts activities

Imagination, creativity, security, communication,
understanding, love

Characteristics of the teacher

Children’s arts
& crafts activities
Educational process

Characteristics of the teacher
Emotional aspects
Training teacher
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More specifically, Classes 1, 3, 5, 8 (56.59% of e.c.u.) had conceptual links between
them while they were opposed conceptually to Classes 2, 4, 6, 7 (43.41% of e.c.u.). The
top-down hierarchical classification analysis distinguished two representational lines.
The vocabulary of the first line [Class 1 (16.28% of e.c.u.), 3 (13.95% of e.c.u.), 5
(8.53% of e.c.u.), 8 (17.83% of e.c.u.)] revealed the student teachers’ responses that
included representations of the content of teacher activities related to children’s arts
and crafts (songs, tales, puppet show, handicraft, painting), young children’s features
(joy, play, innocence, spontaneity, hug, noise, little children, laughing), the space of
kindergarten (kindergarten) and the educational process (activities, teacher, children,
school, learning, education, observations, classroom). It is interesting to point out that
Class 8, regarding the educational process, was composed only by senior students. On
the other hand, the second line, involving early educators’ representations and Classes
2 (16.28% of e.c.u.), 4 (11.63% of e.c.u.), 6 (7.75% of e.c.u.), 7 (7.75% of e.c.u.) focused
mainly on the characteristics of the teacher (patience, flexibility, cooperation,
education, understanding, vocation, imagination, creativity, communication), the
emotional aspects of their role (acceptance, love, tenderness, joy, security) and the
training of teacher (studies, knowledge, education). It is important to notice that the
concept of love held a central position in the representations of early childhood
teachers since it appeared in the conceptual content of three classes (4, 6, 7) and was
associated with both the pedagogical features and the teachers’ training, on the one
hand, and the educational process on the other.
Analysis of explanations
The second analysis involved all the explanations given by the study participants for
each word associated with the stimulus of early childhood teacher. The
categorisation in “context units” with top-down hierarchical classification analysis
divided the statements into four stable classes including 264 e.c.u. out of 344
(76.74%) (Figure 2).

Figure 2. Top-down hierarchical classification of explanations
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The classes are presented in Table 2 along with the lexemes for each of them and
the theme they referred to.
Table 2. The four lexical classes of explanations
Class
Class 1
14.77 %

Class 3
22.35 %

Class 2
15.91 %

Class 4
46.97 %

Specifics lexemes of each class
Guide, behaviour, understanding, knowledge, creativity,
teach, desire, news, observation, pedagogue, sensitive
professional, flexibility, tenderness, feel, transmit,
adapt, conditions, teach, pupil, evaluation, organize,
psychologist, teaching, education, action, face, act,
learn, needs, capacity, create, give, effort, children,
evolution, form, method, means, personality, programme,
scientific, will, Teachers , Senior students
Love, attention, mother, patience, responsibility,
acceptation, love, base, difficult, teacher, parents,
profession, security, sense, care, liberty, metier,
pedagogue, difficult, teach, prescolar, cooperation,
create, fundament, psychology, responsible, role,
time, vocation, Teachers
Development, communication, help, cognitive,
cooperation, important, instruction, interaction,
sense, socialization, creativity, educational, emotional,
experience, expression, group, objective, organize,
first social, age, play, material, relation, learn, character,
communicate, contact, voice creation, fundamental, training,
play, give, processes, s spontaneity, activity, learning, song,
conflict, give teacher family, function, future, imagination,
importance, indispensable, insouciance, world, realise,
situation, lively, Senior students
School, kindergarten, pleasant, crafts, puppets, music,
life, song, color, game, play, place, occupy, painting,
everyday, give, express, tie, occupation, laugh, amusement,
happiness, construction, gaming, principal, job, central,
teach, free, me, my, take, theatre, art, friends, friendship
amusement, characteristic, courtyard, embrace, environment,
day, time, children, placer because, laughed often am, work,
Freshmen students, Students

Class theme of each
Characteristics of the
teacher

Emotional aspects

Educational procedure

Children’s arts & crafts
activities

More precisely, Classes 1 and 3 (37.12% of e.c.u.) were conceptually opposed to
Classes 2 and 4 (62.88% of e.c.u.). The analysis of top-down hierarchical classification
confirmed the two lines of representational content of the early childhood teachers.
Furthermore, there was a differentiation between kindergarten teachers, on one hand,
and student teachers, on the other. Kindergarten teachers adopt a more emotional
standpoint of their role while student teachers emphasize the educational process
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and the happiness side of childhood. However, this analysis provided additional
elements for the groups studied.
Senior students were the most flexible group compared to the other two. This
group was the one closer to the representations of both teachers and freshmen
students since it appeared in both representational lines. More specifically, Classes 1
(14.77% of e.c.u) and 3 (22.35% of e.c.u) referred mainly to the characteristics of the
teacher and their pedagogical role. In Class 1, several verbs were common in all
groups of participants (teachers, freshmen, senior students). They described the active
role of preschool teacher (guide, teach, transmit, adapt, educate, organize, face, act,
learn, create, provide, form). Class 1 also included several adjectives and nouns
describing educational and professional characteristics (behaviour, understanding,
knowledge, creativity, desire, observation, teacher, sensitive professional, flexibility,
tenderness, evaluation, psychologist, teaching, education, action, etc.). In Class 3 only
teachers’ representations were included, describing a more emotional side of their
role that emphasized the importance of love, attention, care and safety, thus reflecting
a more “maternal” or “parental” interpretation of their role.
The representational line of Classes 2 (15.91% of e.c.u) and 4 (46.97% of e.c.u)
included representations of student teachers. In Class 2, senior students’ representations
described educational processes in terms of contemporary pedagogy. More attention
was paid to the social, emotional and cognitive development of the child, as well as the
value of interaction, communication, socialization, and learning activities.
Class 4 of the representation line, contained all student teachers, freshmen and
senior. Class 4 accumulated the largest number of e.c.u. (46.97%). The vocabulary of
this class referred mainly to the school space, and creative activities such as handcraft,
puppetry, music, songs, colors, and painting. All these activities were perceived as the
ideal “vehicle” for joy, fun and happiness, which seems to be in tune with student
teachers’ representation of children’s innocence, joy, and carefree mood (e.g., words
like joy, laughter, fun, happiness, celebration, smile, happy, friends, friendship, fun).
The words of this class revealed the importance of student teachers’ representations
of “what a child is and what a child needs” for the construction of the early childhood
teacher professional identity

DISCUSSION
The aim of the present study was to examine kindergarten teachers’ and student
teachers’ representations of their professional identity. To examine this research
question, we employed the social representation theoretical model, which in turn
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enabled studying group identity processes. Moreover, the study investigated the
possible effect that the teaching experience and the years of studies might have on the
representation of professional identity.
The present findings indicated that the representations of the participants about
their professional identity were structured around two representational pillars. The
first pillar revealed the student teachers’ representations of their kindergarten
experiences, the stereotypes about their role, experiences from the actual classroom,
the educational process and the teaching of arts and crafts activities. The second pillar
involved practitioners’ representations that focused mainly on the characteristics of
the teacher and the emotional aspects of their role.
The different meanings that were attributed to the preschool teacher profession
revealed the existence of several professional identities among kindergarten teachers
and student teachers. One factor that seems to spark the differentiated
representations of the two groups is the teaching experience. Beijaard et al. (2004)
argued that identity formation is a process of practical knowledge building, that is
characterized by a constant integration of what is individually and collectively seen as
relevant to teaching. The development of teacher identity, even for practitioners, is
a continuous learning process, in which not only the actual experiences, but also the
creation of related meanings enhances the overall representations of an individual
(Rodger & Scott, 2008).
On the other hand, student teachers and, especially freshmen, are “carrying” a
pre-existing representation about the teaching profession, already acquired from their
social experiences and their cultural background. Early childhood experiences,
teacher role models, family and significant others are biographical elements that also
contribute to the process of professional identity formation (Knowles, 1992; Surgue,
1997). In addition, students have already developed a cognitive map during their own
school years with many stereotypes and representations for all types of occupations,
offered by families and media (Cohen-Scali, 2003). Thus, it could be assumed that
freshmen’s representations are in a way equivalent with the overall representation a
society has for the preschool teacher role. The representations freshmen student
teachers hold seem to evolve as they progress in their studies. Senior students in their
fourth and last year of bachelor studies had significantly shifted their representations
closer to those of the preschool teachers, while still maintaining some elements of
their initial perspectives as well. Senior students’ perceptions visualized their
profession through a more “scientific lens”, after having acquired knowledge and
teaching skills. In sum, freshmen students’ representations resembled more the “preacademic”, “naïve” knowledge”, while the senior student teachers’ a more “academic
knowledge” that can be attributed to their training. Specifically, students developed
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representations of teaching and the kind of teacher they would like to be through
apprenticeship and observation (Lortie, 1975). In teacher education, interactions
between research-based knowledge, preconceptions about teaching and personal
practical knowledge take place through activities such as reflection, story writing,
exchange of personal practical knowledge and problem solving.
It should be noted that the group of senior students was the most flexible one.
This group showed a conceptual proximity to both early childhood educators and
freshmen students, revealing the influence of their acquired knowledge due to their
training. Their professional identity was in a dynamic formation process, placing
emphasis on the knowledge obtained through the university years. It seems that
freshmen had a more “amateur” knowledge about the early childhood teacher
profession, while the group of senior students had a more expert knowledge, a
possible sign of their gradual transformation into professionals. This transformation
process requires a special interest in representation theory. The issue of knowledge
transmission, particularly relevant for education, has been a central concern from the
beginning to Moscovici (Jodelet, 2011).
Our study brought to the fore three important points. First, our findings point out
that a social representation of early childhood educator has an intrinsic relationship
with the social representations of childhood (Avgitidou, Pnevmaticos, & Likomitrou,
2013; Geka & Kosteridou, 2013). The importance of childhood in the representational
process has already been pointed out in previous studies (Vouzan, 1975; Gilly, 1984)
and explains the finding that pre-service teachers tend to hold naïve and idealistic
perceptions of teaching. The pedagogical relation seems to be in the core of the
representational meaning system for the early educator profession. Teachers adopted
an active, emotional and personalised attitude in the teacher-child relationship. Firstyear students had an abstract conception of the teacher-child relationship and
described a carefree atmosphere likely as a means to get closer to their own
childhood. Senior students were those who showed a genuine desire to build a
pedagogical relationship based on the achievements of their training, demonstrating
thereby their professional efficiency. Finally, this study described the concept of
professional identity as a dynamic, evolving and active process, which develops over
time through interactions with cultural, social and institutional context (Watson, 2006;
Jodelet, 2011).
The interest of this study lies in the pointing out of the institutional context of the
representations about the early childhood teacher profession, because representations
appeared to vary depending on the category of social group. The professional identity
of teachers seems to be defined more by factors such as implicit theories than the
scientific knowledge of their profession. On the other side, the professional identity
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of senior students is developed under the influence of their university studies,
underlining the importance of scientific knowledge as a form of self-construction as
a future teacher. At this point, it may be worth wondering if this professional identity
of students has a permanent character or if the actual in-service experience transforms
it again. If this were the case, it can be suggested that the prescribed roles, social
experiences and social contexts have more impact than the academic training in the
formation of a teacher’s professional identity. Of course, to draw firm conclusions,
more in depth research is required.
In the future, studies like this is necessary to continue pursuing an in-depth
understanding of teachers’ professional identity and how this self-image comes into
being (Knowles, 1992). The effort to empower and support the formation of a more
“academic” and effective professional identity should be placed in the center of
attention of researchers. A proposal could be to focus on the importance of the initial
training holds for the formation of the representations about a profession. It is
possible that many future student teachers will change their view about education
and themselves as early educators. A question that arises here is whether initial
teacher training succeeds in providing the stimuli that allows student teachers to
redefine their professional identity. Future studies should continue seeking such
questions along with the factors that are the most important in shaping a preschool
teachers’ professional identity.
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