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Abstract: The rural teaching profession demands a genuine commitment to the development of future
generations, ensuring a legacy that transcends time. Thus, generativity would be a characteristic
dimension of the teaching function manifested in various forms, roles and tasks aimed at caring
for students and their communities of origin. Objective: To explore the relational dynamics that
rural teachers have constructed throughout their life trajectories and how these have influenced the
potentially generative development of their teaching identity. Method: an interpretative-qualitative
approach was adopted, following a descriptive, exploratory and cross-sectional design. The purposive
sample consisted of twelve teachers with an average of 33 years of experience in rural schools in
the Metropolitan Region, La Araucanía and Los Ríos (Chile). In-depth interviews from a narrative-
generative perspective were used to collect the data. Subsequently, the stories were subjected to
content analysis, following the logic of Grounded Theory. Results: The teachers show a potentially
generative development, expressed in the construction of relational dynamics of trust, reciprocity
and positive affection with their students. With their peers, they demonstrate collaborative practices,
teamwork and orientation towards continuous improvement in their professional work. At the
management level, they stand out for their leadership skills and commitment to the development of
rural communities.

Keywords: generativity; pedagogy; rural school; affectivity; collaboration; SDG4

1. Introduction

The study of the life histories of teachers who have worked professionally in rural
contexts becomes a valid and relevant historical–cultural tool to visualize the rural teach-
ing profession as a potentially generative practice [1], integrating knowledge, relational
dynamics and pedagogical practices that contribute to the systematization and generation
of new possibilities for understanding the development of rural teaching identity.

The construction of the professional teaching identity is a complex, relational, political
and social process [2]. However, this identity is related to one of the most socially under-
valued professions in Chile [3]. Despite the above, the teaching identity brings together
and converges a series of personal, social, historical–cultural and professional factors that
interact with each other through a continuous, non-deterministic and dialogic process [4].
The construction of this identity faces fluctuations and changes that directly affect teachers
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in relation to the perception they have of themselves and the valuation society makes of
their work. Within these same fluctuations, identity conflicts are generated, since on many
occasions, the very system in which teachers are inserted provokes identity crises [3].

However, the development and construction of the identity of rural teachers is not
limited only to the teacher–student relationship, but their educational work is profoundly
heterogeneous [4], assuming a series of other tasks, roles and functions committed to the
social, political and historical–cultural development of the educational communities located
in rural areas, responding to the different needs and demands perceived by the population
of these territories.

In this sense, research generated around rural teaching practice is scarce and incipient,
so that little information is available on the changes and transformations experienced by
Chilean rural education [5–7], limited to the existence of studies related to the learning
results obtained in standardized tests [8–10], infrastructure deficiencies [11], the conditions
of vulnerability that characterize rural students [12], the functioning of rural microcen-
ters [13–15], teacher performance evaluation [16,17] or the impact of the systematic closure
of rural schools [18,19], among other topics.

On the other hand, the study of teacher generativity is incipient, with some general
contributions in the Spanish [20–22], Mexican [23] and Peruvian [24] contexts. In the
Chilean context, there are studies aimed at exploring the construct in older people [25–28].
Therefore, this article invites us to explore the following research questions: What reflec-
tions, knowledge and criteria for pedagogical action emerge from the life trajectories of
teachers regarding the functioning of the rural school institution? Do teachers articulate
potentially generative practices that enrich the teaching and learning process in rural con-
texts? What are the relational dynamics that rural teachers have built throughout their
life trajectories? Based on the above, the purpose of the study is to explore the relational
dynamics that rural teachers have constructed throughout their life trajectories and how
these have influenced the potentially generative development of teacher identity.

2. Background
2.1. Generativity and Pedagogy as a Key Element in Rural Schools

The potentially generative pedagogical practice in rural schools evidences the transfor-
mation of dialogue, creativity and learning as the basis for generating and implementing
new possibilities and alternative futures in the face of the problems, interests and challenges
that students and their communities of origin manifest. From a theoretical point of view,
generativity emerges initially as a construct used to refer to the processes of normative
crises that characterize maturity in adult life, specifically during the transition from middle
to late adulthood [29].

In [22,30], the authors highlight the importance of generativity in adult development,
understanding it as that desire to invest the very essence of the individual in forms of life
and work that outlive the self, engaging with younger generations from a pedagogical
element. For its part, Ref. [31] proposes a prototypical model of generativity based on two
interrelated criteria: participation or active concern for the development of oneself and
others (particularly the younger generations), and inclusiveness, in relation to the scope of
the tasks of caring for the subjects and communities with which they relate [32], making it a
particularly relevant area during the processes of growth and maturity in adulthood [33,34].
Now, generativity would be a multifaceted construct observed in different forms and
activities, in which the subject engages in the creation, maintenance and provision of caring
behaviours throughout adulthood [35], becoming a central theme in the stories that adults
construct to give meaning to their lives [36].

Likewise, Ref. [37] states that generativity points to the interest in contributing to
the well-being of the next generations, whose manifestations and expressions are diverse
(desire to pass on knowledge to younger people, raising children, supporting the care of
grandchildren or dependents, political and social participation, etc.). This is precisely why
this variable is presented in a pedagogical way and as a key element in rural schools, where
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it is argued that generativity during adulthood would materialize in the responsibility
to care for and guide future generations, as well as in the interest in maintaining and
preserving natural resources and social institutions, without which successive generations
could not survive [38], making it a characteristic dimension of the teaching profession [39].
Similarly, [40] propose the existence of six relevant tasks during adulthood: identity, inti-
macy, career consolidation, generativity and integrity, reaffirming the importance of the
conservation and preservation of collective roles and products constructed within a society
committed to the development of younger generations.

Consequently, the development of generativity would have profound implications
for all those professions that demand an interest and commitment from the individual to
contribute to the development of others, with pedagogy being a discipline particularly
oriented to the transmission of knowledge and experiences to future generations, the
promotion of human well-being and the contribution to the development of the society to
which one belongs [1,39].

In practice, the generative development of teachers can be observed in the peda-
gogical strategies and learning objectives they promote in the classroom, the relational
dynamics they establish with students and their communities of origin, as well as the
level of responsibility and commitment with which they carry out their daily educational
work [41]. Furthermore, when individuals generate actions or tasks that contribute to the
improvement of society, they tend to make an even greater effort to leave a positive legacy
for future generations [42,43], revealing the socio-educational implications of generative
development in those who exercise the teaching function, thanks to the intergenerational
exchange that emerges daily in teaching and learning processes.

2.2. Rural Schools and Their Affectivity in the Management of SDG 4: Collaboration with
Educational Quality in Chile

The General Education Law in Chile [44,45] states that education is the process of
lifelong learning that encompasses the different stages of people’s lives and aims to achieve
their spiritual, ethical, moral, affective, intellectual, artistic and physical development,
through the transmission and cultivation of values, knowledge, skills and abilities [1]. In
this sense, the Ministry of Education, through the Rural Education Programme, has as its
main mission the aim to provide quality learning opportunities in rural education. This
is achieved by supporting the implementation of the current curriculum in rural multi-
grade schools, the development of teaching strategies and the elaboration of pedagogical
guidelines and resources for educational activities and the improvement of learning.

In Chile, education for the rural population comprises systematic, formal educational
activities at all levels and modalities offered in rural areas [46]. It refers to kindergarten,
basic education, humanistic–scientific and technical–professional secondary education,
youth and adult education and intercultural education. At this time, schools are considering
some strategic actions that seek a sustainable aspect, which allows new generations to
become aware from childhood of the impacts of human activity on the world and society,
and to develop the necessary skills to grow in a sustainable way, respecting others and
the environment.

This is referenced in Sustainable Development Goal 4 of the 2030 Agenda (SDG4),
which, despite the fact that this goal begins by highlighting inclusive education “Ensure
inclusive education”, is somewhat diffuse in its development in some dimensions with
respect to the goals in which it is specified [47,48]. In fact, it is in target 4 where equity and
inclusion are most explicitly mentioned, but this refers exclusively to access to education:
“ensure equal access for vulnerable people, including persons with disabilities, indigenous
peoples and children in vulnerable situations, to all levels of education and vocational
training” [49–52].

This aspect of the analysis is slowly being complemented by studies focusing on the
student body (historically unbalanced in literary production with respect to the teaching
staff) [48,52], those that investigate school–environment relations, the working method-
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ologies of the teaching staff or the teaching of curricular specialties. In short, by works
that investigate what happens in classrooms and rural schools from a pedagogical point of
view [53–56]. Sometimes, through empirical contributions, the focus shifts from adminis-
trative demands (linked to resources, projects or professional rights of the teaching staff)
to pedagogical demands (closer to the educational possibilities that rural schools have for
their students and for the communities that make them up) [57–59]. This makes it possible
to recognize that the 2030 agenda, in its goal number 1, indicates that it is necessary to
ensure that all girls and boys complete primary and secondary education, which must be
free, equitable and of quality and produce relevant and effective school results.

For the generation of knowledge about rural schools to become a solid collaborative
base, research has a strategic role to play [60–62]. Leaders of rural school organizations, ad-
ministrative decision-makers and politicians in rural areas receive through it evidence that
can influence decision-making and favour the construction of paradigms. The possibility
that the rural school can be rethought in the current context is relevant for scientific produc-
tion to progress [63,64]. What is not made visible does not seem to exist, and research can
help to prevent this invisibility from continuing to be one of the major hindrances for these
centres [65]. We will qualitatively address the empirical gap that continues to exist for rural
schools, insofar as the priority focuses of educational research have not sufficiently focused
on them [66].

3. Materials and Methods
3.1. Study Design

The research was constructed from a qualitative interpretative approach, based on a
descriptive, exploratory and cross-sectional design.

3.2. Participants

In this work, a non-probabilistic sampling of the intentional type was used, since
the participants were selected based on the degree to which they meet the criteria and
attributes established for the present investigation [67]. Specifically, the sample was made
up of twelve educators (seven men and five women), residents of the Metropolitan, La
Araucanía and Los Ríos Regions (respectively), who have a professional degree in basic
education. The average age of the participants was 60 years, with an average of 33.5 years
of teaching experience in rural contexts. For this reason, alphanumeric codes were used to
name each of the participants and regions involved in the study, guaranteeing the privacy,
anonymity and confidentiality of the data provided by the participants.

3.3. Data Collection Techniques

In-depth interviews were used [68,69], from a narrative-generative perspective [70–72].
Based on the above, we delved into the life trajectories (personal and pedagogical) of rural
educators transitioning from middle adulthood to old age, revealing the emergence of
potentially generative actions and behaviours with which they assume daily teaching and
learning processes in rural Chile.

Procedurally, the in-depth interviews [73] were constructed from the accounts ob-
tained through three meetings, separated by a period previously agreed with each of the
participants. In the first meeting, the participant was asked to describe the main events
that have marked his or her life and that, in one way or another, are related to significant
changes in his or her personal and professional life. This made it possible to characterize
the process of constructing the ‘Narrative Self’ [74], providing valuable elements for under-
standing the participant’s personality and the level of self-knowledge achieved, the critical
stages and periods experienced as educators, and the decision-making processes that have
marked their personal and pedagogical training in rural schools.
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In the following meeting, the identification of turning points, where there is a turning
point in the participant’s life course, was further explored. These are key episodes that
mark an important change in life history [75], and which, in one way or another, favour
the ability to ‘realize’ the implications and meanings of these events in their lives. The
purpose of this encounter is to provide “unique access to the lived world of the subjects,
who describe in their own words their activities, experiences and opinions” [76], reaching
reliable interpretations of the meaning of these phenomena in the development of rural
teachers’ professional identity.

In a third stage, and after the process of coding and transformation of the data gener-
ated during the first interviews, the identification and characterization of those milestones
related to generative actions and practices, related to narrative identity [77], were deepened.
This dimension enabled two areas of analysis: the internal, referring to the way in which
generative or non-generative efforts, actions and practices are integrated into the partici-
pant’s life story, and the external, understood as that which enables the comparison of each
story with those of the rest of the participants, observing differences in the generative devel-
opment achieved [75]. Likewise, we delved into the socio-cultural expectations perceived
by the subjects to act generatively in the framework of their development (personal and
pedagogical)—that is, how and what kind of responsibilities they have assumed throughout
their lives—the behaviours and practices that reflect the interest or conscious concern for
the next generations and how it is expressed in the teaching and learning processes within
the rural school, as well as the presence of future goals that guide their life project and that
have an impact on the historical–cultural context in which they develop as educators.

3.4. Data Analysis and Production Strategy

For the interpretation and production of the data, content analysis was used, following
the logic of Grounded Theory [78]. Subsequently, the collected and transcribed data were
subjected to a rigorous, computer-assisted analysis process with the support of the NVivo
12.0 software tool [79], according to thematic, semantic and repetition criteria [80,81]. In
addition, the research protocol was constructed in accordance with the Declaration of
Helsinki and the guidelines established by the Scientific Ethics Committee for work with
human subjects of the Autonomous University of Chile (Chile).

4. Results

Firstly, participants expressed a set of potentially generative behaviours expressed
in the development of a rigorous and flexible pedagogical practice committed to the
development of future generations (see Table 1 and Figure 1).

Table 1. Intrapersonal Skills of Chilean Rural Teachers.

Codes IX—
CO

IX—
MC

IX—
MV

IX—
PE

RM—
P1

RM—
P2

RM—
PU

RM—
SJ

XIV—
AR

XIV—
CY

XIV—
HU

XIV—
PI Total

Assertiveness 1 1 2 2 0 4 2 1 0 1 1 1 16
Self-criticism 3 1 3 5 1 8 7 0 2 3 0 4 37
Autonomy 0 0 0 3 1 1 0 1 0 0 0 0 6

Educational empathy 5 5 1 1 2 6 0 0 5 5 0 2 32
Flexibility 4 3 4 4 1 5 3 0 2 3 2 1 32
Humility 3 0 0 0 4 0 1 0 1 4 4 0 17

Perseverance 4 2 2 1 3 7 0 1 3 5 5 3 36
Responsibility 11 10 3 2 2 7 8 4 13 5 5 2 72
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Figure 1. Intrapersonal Skills of Chilean Rural Teachers. Source: own elaboration.

The above can be seen in their daily professional work, characterised by a high degree
of autonomy, perseverance and responsibility in their educational work, allowing them to
build positive interpersonal relationships characterised by assertiveness, empathy and the
flexibility with which they assume their educational role in rural Chile:

“ . . . I find myself a person who reaches out easily to people, that I am always respectful
of others . . . also reaching out to children, I have always liked listening to them, listening
to them, always respecting their opinion, having a way of reaching out to them . . . ”
(Rural Educator, MV—IX Region of La Araucanía).

“ . . . you have to put yourself in the child’s place in order to be able to teach, because
otherwise the child is not going to learn . . . in the rural area, as this subject is so small,
it is so personalised, you know the children even when they arrive angry and they don’t
teach you that at university . . . you learn that on a day-to-day basis with the students, so
I feel that practice teaches you a lot, a lot . . . to be empathetic, if someone is going through
a difficult moment, there are so many ways to accompany and support the students . . . ”

(Rural Educator, CY—XIV Region of Los Ríos).

“ . . . I believe that a rural educator has to have the capacity to adapt to all learning
rhythms, to all the particular situations of each child, to the context, to their socio-
emotional conditions . . . to their intellectual capacities . . . ” (Rural educator, CO—IX
Region of La Araucanía).

Secondly, we highlight the emergence of the macro-category “Relational Dynamics
of Chilean Rural Teachers”, made up of the set of family and professional relationships
that rural teachers build throughout their life trajectories, enabling them to develop and
maintain functional, respectful and coherent interpersonal ties with their educational
work, inside and outside the rural school. This was observed heterogeneously among the
participants, with a predominance of actions, tasks and potentially generative interests
related to the care and protection of those around them, experiencing a sense of stability in
their family and professional life (see Table 2 and Figure 2).
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Table 2. Relational dynamics rural–macro teachers.

Codes IX—
CO

IX—
MC

IX—
MV

IX—
PE

RM—
P1

RM—
P2

RM—
PU

RM—
SJ

XIV—
AR

XIV—
CY

XIV—
HU

XIV—
PI Total

Family Relations 10 7 15 7 6 19 13 11 18 18 16 12 152
Professional

Relationships 11 13 15 11 27 20 8 16 24 17 11 17 190

Total 21 20 30 18 33 39 21 27 42 35 27 29 342

Figure 2. Relational dynamics rural–macro teachers. Source: own elaboration.

In addition to the above, one of the relevant aspects that emerged from this work points
to the characterization of the family relationships built by the rural teachers interviewed.
In this area, the participants described the existence of a secure and positive bond with
their current family nucleus, perceiving high levels of satisfaction in their most intimate
relationships, mainly related to raising their children or grandchildren, life as a couple and
living closely with their families of origin (siblings, cousins and/or nieces and nephews)
(See Table 3 and Figure 3).

Table 3. Teachers’ family relationships.

Codes IX—
CO

IX—
MC

IX—
MV

IX—
PE

RM—
P1

RM—
P2

RM—
PU

RM—
SJ

XIV—
AR

XIV—
CY

XIV—
HU

XIV—
PI Total

Family Network
Support 5 0 5 0 0 3 0 5 7 11 0 2 38

Relationship
Development 2 4 4 2 3 8 5 0 5 3 7 5 48

Relationship with
current nuclear family 0 0 5 2 2 4 3 2 6 2 4 3 33

Current family context 2 3 1 1 1 3 3 2 0 2 5 1 24
Total 9 7 15 5 6 18 11 9 18 18 16 11 143
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Figure 3. Relational dynamics rural–macro teachers. Teachers family relationships. Source: own elaboration.

Similarly, we observed a permanent interest on the part of the participants in positively
cultivating interpersonal relationships with their families, given that a large part of their
personal and professional success is related to the support and company that their families
have given them in the face of the various challenges, obstacles and professional demands
of teaching in rural contexts:

“ . . . we stayed, and my husband was very important, because he helped me in everything,
if I told him, you know what? I need this at school, because I need this structure . . . he
was going to do it there . . . the children were happy, when we did a degree . . . ” (Rural
educator, CY—XIV Region Los Ríos).

“ . . . look, my daughter who grew up with me in my work, she has been very understand-
ing, because she shares her affection with my students, of course, she is not like other
children who become envious, who start asking for more time, no, she is quite the opposite,
every time she has been able to help me, she helps me . . . I have been blessed that I was
able to raise my daughter working with me and I do not know if there is another person
who can say the same . . . ” (Rural Educator, SJ—RM).

“ . . . Happily married with a situation of tranquility, already seeing achievements,
in relation to the family part as well, why not say it, as a professional . . . I try to
communicate more with my children . . . through sport we have always been very close
. . . I have tried to be a good father . . . we try to be always sharing . . . ” (Rural Educator,
PI—XIV Los Ríos).

In another area, the category “Professional Relationships of Chilean Rural Teachers”
emerges, in which we observe the socio-historical construction of links, practices and relational
dynamics that favour the respectful, proactive and cordial performance of teachers with the
different actors present in the territory (managers, parents and guardians, teachers and
neighbourhood leaders), revealing their commitment to the integral development of rural
communities (See Table 4 an Figure 4). In this regard, one of the participants points out
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Table 4. Professional Relations of Chilean Rural Teachers.

Codes IX—
CO

IX—
MC

IX—
MV

IX—
PE

RM—
P1

RM—
P2

RM—
PU

RM—
SJ

XIV—
AR

XIV—
CY

XIV—
HU

XIV—
PI Total

Relations with school
authorities and

Directors
0 0 0 0 6 1 3 0 1 4 0 0 15

Relations with social
actors and local

networks
5 0 6 3 2 2 0 4 0 6 5 6 39

Relationship with
parents and guardians 4 5 5 3 9 3 2 6 8 6 0 1 52

Peer to peers
relationship

(colleagues, teachers,
education assistants)

1 7 4 4 9 9 2 2 8 1 6 7 60

Relationship with
students 1 1 0 1 1 5 1 4 7 0 0 3 24

Total 11 13 15 11 27 20 8 16 24 17 11 17 190

Figure 4. Professional Relations of Chilean Rural Teachers. Source: own elaboration.

“ . . . we have a trilogy, between education, parents, and the municipality, in order to
move the school forward . . . everyone collaborates in equal parts so that the children
have a better service . . . the school is very open towards the community . . . all activities
are done together with the community . . . ” (Rural Educator, CO—IX Region of La
Araucanía).

From what is represented in Figure 4, we highlight the existence of a relationship of
collaboration, mutual support, trust and continuous improvement between the participants
and their peers (teachers, representatives of rural microcenters, education assistants, etc.).
In addition, they show a marked interest in establishing a teacher–student relationship
characterised by positive affection, reciprocity and trust. On the other hand, they assume
their professional role with a high degree of socio-community involvement, which leads
them to become actively involved in different actions and tasks related to the development
of rural communities, community participation and pedagogical leadership:

“ . . . I am a person who likes to interact socially with colleagues, with peers, or also
sometimes when they are people from different professional fields . . . in the microcentre
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meetings, there is a whole programme, there is a whole programme of continuous im-
provement for rural colleagues . . . for me human relations are very important, first that
there is a group with good communication, with good human, interpersonal relations, to
be able to work, because we cannot work if there are differences of ideas or differences of
criteria . . . ” (Rural Educator, MC—IX Region of La Araucanía).

“ . . . I don’t have problems with anyone, being a mother, being a mother and at the same
time being a teacher . . . I think this is a strength for me, so there is a lot of confidence,
especially with the girls, I do have the ability to persuade the children . . . to accompany
them and contain them . . . it has been very useful for me . . . ”. (Rural Educator,
P2—RM).

“ . . . I have always wanted to get to know the community before anything else, that is, to
get to know the people, visit their homes, talk to them, talk to the parents, what they want,
what they expect from their children . . . what their needs are, what they expect from us
as teachers . . . the work must be collaborative . . . ” (Rural Educator, MV—IX Region
of La Araucanía).

5. Discussion

The life stories of the rural teachers participating in this research show a potentially
generative (personal and professional) development, reflected in the commitment and
responsibility with which they assume their educational role in rural contexts. Their
pedagogical performance is characterised by a high degree of autonomy, perseverance
and responsibility in their educational work, allowing them to build positive interpersonal
relationships characterised by the assertiveness, empathy and flexibility with which they
assume their educational role in rural Chile.

In this regard, it is possible to point out that the study of the generative potential
observed in Chilean rural teachers is an emerging topic in the local context, and there is still
an exploratory approach to the topic in the Chilean context [82]. However, the emerging
categories show that rural teachers expressed a generative expression that is coherent and
consistent with their work role [20], fostering the deployment of autonomy, responsibility
and active involvement in their teaching role [83], taking advantage of the opportunities for
pedagogical development provided by the rural context, as well as the historical–cultural
valuation of the customs and knowledge present in the territory [71,73,75,83,84].

Similarly, it should be noted that the behaviours manifested by the participants show
a heterogeneous socio-historical development as a result of their personal, family, cultural
and professional characteristics, being consistent with other research where it has been
observed that the generative force reported in middle age is presented in different forms
and intensities [36] with the purpose of contributing to the development of future genera-
tions [35,68,85,86]. In turn, other studies have reported that those adults who score higher
on a standard measure of generativity tend to perceive themselves as more involved in
transmitting values to future generations [87], relating this to the existence of early life
experiences, in which individuals have been engaged in transmitting prosocial values
relevant to young people [88].

In this sense, it would be interesting to delve into what types of potentially generative
activities, tasks and/or experiences are those that would have a greater predictive weight
for the development of generativity in those individuals who engage in caring tasks, beyond
procreativity (family care through parenthood and grandparenthood), social participation
(through civic or political engagement, in addition to other forms of non-family care) and
creativity [71,82–84].

In this regard, Ref. [89], suggests that generativity could be an ‘umbrella construct’
to refer to a broad repertoire of behaviours oriented towards human well-being, high-
lighting the importance of the study and qualitative understanding of the teaching role as
a potentially generative profession in which the individual takes responsibility for their
students, in order to achieve a better future for themselves and the generations to come [90].
However, empirical evidence suggests that generativity, as a midlife-specific task, may no
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longer be sufficient to explain a behavioural pattern of generative concerns, commitments
and actions, with an understanding of generativity at different stages of the life course
gaining importance [91,92].

Based on the topics discussed above, the central core of the generative character ob-
served in rural teachers would be oriented towards caring for others through an empathetic,
genuine and humble pedagogical exercise, in which they feel responsible for those they
have as students, being consistent with what has been systematized by [93], where they
identify that interest and concern for others is a characteristic trait in highly generative
subjects. Likewise, it is important to make explicit that the development of the generative
potential manifested by the participants would have a wide variety of forms of expression,
being coherent with what is reported by [94], in relation to the way in which generativity is
manifested at the level of personality theory and its diverse implications throughout the
development of the life cycle [95].

In the case of the teachers interviewed, the generative potential is expressed in the
nature of the links they build within their family/work life, the professional activities
and tasks they carry out inside and outside the school, the active participation in socio-
community organizations, which, in turn, enhance the development of rural communities,
the respectful and collaborative treatment with social actors, the genuine collaboration
with their peers, etc. [96]), in a sample of 253 adults (African-American and White), aged
34–65 years, found that individual differences in generativity were positively associated
with social support from family and friends, as well as participation in political or religious
activities.

Coincidentally, it has been identified that participants’ perceived positive affect to-
wards their students was significantly related to the display of generative behaviours [96,97],
reaffirming the fact that education (and particularly the rural teaching profession) is inti-
mately connected to the development of generativity in adulthood [35,36].

The above is consistent with [98,99], who emphasized the importance of an individ-
ual’s internal desire for both agentic and communal forms of generativity. In other words,
agentic desire would mobilize the construction of a legacy that will outlive the self, mani-
festing itself in the commitment and pride with which teachers exercise their educational
work in rural areas, shaping a set of practices, experiences and knowledge that they pass
on to future generations.

On the other hand, communion appears as the desire to nurture others and encom-
passes a general tendency to relate to others in a caring way [79], becoming a characteristic
component of the teaching culture [1]. Consequently, highly generative people can con-
tribute to the development of others [100,101], as well as to the communities to which
they belong [102,103], becoming relevant dimensions to consider in initial teacher train-
ing processes and in the continuous improvement of those who currently exercise their
educational work in rural contexts.

On the other hand, we observed in the participants the existence of functional interper-
sonal links in the socio-pedagogical sphere, which allows them to configure collaborative
practices, teamwork and orientation towards continuous improvement with their peers.
In turn, at the management level, they stand out for their leadership skills and commit-
ment to the development of the educational communities to which they belong, becoming
actively involved in the generation of activities and tasks that benefit the different local bod-
ies (neighbourhood councils, sports clubs, cultural organizations, parents’ and guardians’
centres, etc.). In this regard, refs. [4,103–105] state that teachers must be reflective and gener-
ative subjects to develop effectively in multicultural educational environments, reaffirming
the importance of collaboration between peers and teamwork as one of the possible mecha-
nisms for strengthening the potentially generative personal and professional development
of those who teach in rural contexts.

Similarly, it is possible to infer that generativity is closely related to the levels of
personal satisfaction experienced by the subjects in the development of a particular task or
activity committed to the development of others, because the more motivated a person is
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to participate in experiences of collaboration and exchange of ideas with other people, the
greater the degree of self-efficacy in their daily functioning [22,103].

For its part, Ref. [104] identified that those generative teachers show higher scores
in personal fulfilment compared to other stagnant teachers. Refs. [1,20] reveals the socio-
pedagogical implications of generativity in adult development and the various potentialities
it would provide for teacher training (personal and professional). Consequently, the study
of generativity in the school environment offers important contributions to leadership,
social responsibility and the strengthening of teaching practice [105,106]. Precisely for
this reason, authors, such as in [2,107,108], advocate the study and systematization of
new alternatives for teacher training and development, taking critical reflection, peer
collaboration, positive affect and generativity as a reference, given that these dimensions
would significantly enrich teacher training to successfully develop in multicultural and
diverse educational contexts [4,7,42], responding to the enormous diversity and historical–
cultural characteristics existing in rural Chile.

6. Conclusions

In conclusion, this study qualitatively recognises and systematises relational dynamics
(family and professional), as well as investigating the intrapersonal skills that they mani-
fest in their daily work, revealing some of the behavioural patterns that would favour a
potentially generative development in teachers, in line with the challenges they face in
rural contexts. This confers a significant and humbling theoretical and practical value for
the improvement of teaching and learning processes built in rural settings [1,38,73,82–84],
highlighting the importance of positive affect and trust in the relationship between teachers
and students, pride, life and job satisfaction [2,107], which they experience in their work,
that they experience in their daily work, the practices of collaboration and teamwork
among peers, as well as the degree of socio-community involvement that they build with
the different social actors located in the territory, dimensions that together contribute to the
promotion of generativity in the training and continuous improvement of Chilean rural
teachers. We also consider that initial teacher training programmes have the challenge
of favouring the integral development of the identity (personal, social and professional)
of those who teach [108], incorporating actions, practices and educational strategies in a
“generative key”, oriented towards human well-being and the integral development of
future generations, ensuring a legacy that lasts over time and transcends the limits defined
by school space and time.

Limitations and Projections of the Study

Finally, we point out some limitations of our study. The study of generativity in rural
teachers is an emerging and incipient topic in the local context, in addition to the method-
ological characteristics that guided the work (qualitative paradigm, with a descriptive and
exploratory design), in addition to the fact that a non-probabilistic sample was used, so the
results cannot be generalized to other groups. This reaffirms the importance of deepening
the study of generativity in all those professions that demand a genuine commitment to
the care of others, particularly in the field of pedagogy, advancing in the systematization of
those practices, roles and tasks that contribute to the development of the individual and
their communities. Similarly, the study of generativity in different groups, populations
and contexts becomes important to reveal its implications for development throughout the
different stages of the life cycle.
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42. Hofer, J.; Busch, H.; Au, A.; Poláčková Šolcová, I.; Tavel, P.; Tsien Wong, T. For the benefit of others: Generativity and meaning in
life in the elderly in four cultures. Psychol. Aging 2014, 29, 764–775. [CrossRef]

43. Warburton, J. Intergenerational programs and the promotion of generativity. J. Intergener. Relatsh. 2014, 12, 213–216. [CrossRef]
44. Brunner, J.J.; Uribe, D. Mercados Universitarios: El Nuevo Escenario de la Educación Superior; Ediciones Universidad Diego Portales:

Santiago, Chile, 2007.
45. Müller, D.; Renes, S. Fairness views and political preferences: Evidence from a large and heterogeneous sample. Soc. Choice Welf.

2021, 56, 679–711. [CrossRef]
46. Tsiligiris, V.; Hill, C. A prospective model for aligning educational quality and student experience in international higher

education. Stud. High. Educ. 2021, 46, 228–244. [CrossRef]
47. González-Zamar, M.-D.; Abad-Segura, E.; López-Meneses, E.; Gómez-Galán, J. Managing ICT for Sustainable Education: Research

Analysis in the Context of Higher Education. Sustainability 2020, 12, 8254. [CrossRef]

http://doi.org/10.1174/113564011794728533
http://doi.org/10.1017/S0144686X21001379
http://doi.org/10.6018/analesps.29.3.145171
http://doi.org/10.3390/diagnostics11101833
https://renati.sunedu.gob.pe/bitstream/sunedu/2137098/1/RomeroGonzalesIP.pdf
https://renati.sunedu.gob.pe/bitstream/sunedu/2137098/1/RomeroGonzalesIP.pdf
http://doi.org/10.4067/S0718-48082019000300271
http://doi.org/10.46919/archv2n8-003
https://www.brazilianjournals.com/index.php/BRJD/article/view/39556
https://www.brazilianjournals.com/index.php/BRJD/article/view/39556
http://doi.org/10.34117/bjdv7n11-226
http://doi.org/10.1016/j.socscimed.2022.114786
http://doi.org/10.1006/drev.1997.0432
http://doi.org/10.1111/1467-6494.00002
http://doi.org/10.1093/geront/gnu009
http://doi.org/10.16925/pe.v13i22.1984
http://doi.org/10.1037/0022-3514.62.6.1003
https://psycnet.apa.org/record/2001-06209-009
http://doi.org/10.30552/ejihpe.v5i1.94
https://redipe.org/wp-content/uploads/2020/11/Libro-ridge-2020.pdf
https://redipe.org/wp-content/uploads/2020/11/Libro-ridge-2020.pdf
https://revistas.uam.es/index.php/reice/article/view/3039
http://doi.org/10.32457/ISBN9789568454951982020-ED1
http://doi.org/10.1037/a0037762
http://doi.org/10.1080/15350770.2014.899453
http://doi.org/10.1007/s00355-020-01289-5
http://doi.org/10.1080/03075079.2019.1628203
http://doi.org/10.3390/su12198254


Sustainability 2022, 14, 8386 15 of 17

48. Jiménez-Bucarey, C.; Acevedo-Duque, Á.; Müller-Pérez, S.; Aguilar-Gallardo, L.; Mora-Moscoso, M.; Vargas, E.C. Student’s
Satisfaction of the Quality of Online Learning in Higher Education: An Empirical Study. Sustainability 2021, 13, 11960. [CrossRef]

49. Murillo, J.; Duk, C. SDG 4 (and 16) as a goal for the next years. Rev. Latinoam. Educ. Inclusiva 2017, 11, 11–13. [CrossRef]
50. Triviño-Amigo, N.; Barrios-Fernandez, S.; Mañanas-Iglesias, C.; Carlos-Vivas, J.; Mendoza-Muñoz, M.; Adsuar, J.C.; Acevedo-

Duque, Á.; Rojo-Ramos, J. Spanish Teachers’ Perceptions of Their Preparation for Inclusive Education: The Relationship between
Age and Years of Teaching Experience. Int. J. Environ. Res. Public Health 2022, 19, 5750. [CrossRef] [PubMed]

51. Müller, J.; Acevedo-Duque, Á.; Müller, S.; Kalia, P.; Mehmood, K. Predictive Sustainability Model Based on the Theory of Planned
Behavior Incorporating Ecological Conscience and Moral Obligation. Sustainability 2021, 13, 4248. [CrossRef]

52. Mendoza-Muñoz, M.; Rodal, M.; García-Gordillo, M.Á.; Acevedo-Duque, Á.; García-Matador, J.; Calzada-Rodríguez, J.I.; Morenas-
Martín, J. Spanish Translation and Cultural Adaptation of the Fibromyalgia Knowledge Questionnaire. Int. J. Environ. Res. Public
Health 2021, 18, 7678. [CrossRef] [PubMed]

53. Triviño-Amigo, N.; Barrios-Fernandez, S.; Mañanas-Iglesias, C.; Carlos-Vivas, J.; Adsuar, J.C.; Acevedo-Duque, Á.; Rojo-Ramos, J.
Differences among Male and Female Spanish Teachers on Their Self-Perceived Preparation for Inclusive Education. Int. J. Environ.
Res. Public Health 2022, 19, 3647. [CrossRef]

54. Acevedo, Á.E.; Vergara, O.; Fernández, I.; González, Y. La triple concordancia didáctica como proceso de gestión para el desarrollo
estratégico de la responsabilidad social universitaria desde el enfoque por resultados de aprendizajes. Sapienza Organ. 2018, 5,
7–25.

55. Acevedo-Duque, Á.; Argüello, A.; Pineda, B.; Turcios, P. Competencias del docente en educación online en tiempo de COVID-19:
Universidades Publicas de Honduras. Rev. Cienc. Soc. 2020, 26, 206–224.

56. Cóbano-Delgado, V.; Llorent-Bedmar, V. Bienestar de las mujeres y desarrollo rural en la España despoblada. J. Medio Ambiente
Res. Salud Pública 2020, 17, 1966. [CrossRef]

57. Barrientos Oradini, N.; Araya Castillo, L.; Duque, Á.A.; Yáñez Jara, V.; Gambra Acle, X.; Cornejo Orellana, C. Gratuidad de la
Educación Superior en Chile. Arandu-UTIC. Rev. Cient. Int. Univ. Tecnol. Intercont. 2020, 7, 163–188.

58. Kelly, D.; Steiner, A.; Mazzei, M.; Baker, R. Filling a void? The role of social Enterprise in addressing social isolation and loneliness
in rural communities. J. Rural Stud. 2019, 70, 225–236. [CrossRef]

59. Arnaiz Sánchez, P.; De Haro-Rodríguez, R.; Maldonado Martínez, R.M. Barriers to Student Learning and Participation in an
Inclusive School as Perceived by Future Education Professionals. J. New Approaches Educ. Res. 2019, 8, 18–24. [CrossRef]

60. Ali, W.; Kaur, M. Mediating educational challenges amidst COVID-19 pandemic. Asia Pac. J. Contemp. Educ. Commun. Technol.
2020, 6, 40–57.

61. Betancourt-Odio, M.A.; Sartor-Harada, A.; Ulloa-Guerra, O.; Azevedo-Gomes, J. Self-Perceptions on Digital Competences for
M-Learning and Education Sustainability: A Study with Teachers from Different Countries. Sustainability 2021, 13, 343. [CrossRef]

62. Esteve-Faubel, R.P.; Oller-Benitez, A.; Aparicio-Flores, M.P. Perceptions of Future Teachers of Audiovisual Education and
Communication. Challenges in Training for a Sustainable Education. Sustainability 2020, 12, 10296. [CrossRef]

63. Albornoz, M.E. ¿Calidad Educativa Significa lo Mimos Para Todos los Actores Escolares? Recuperado 2005. Available online:
http://mayeuticaeducativa.idoneos.com/index.php/347332 (accessed on 17 May 2021).

64. Feu Gelis, J.; Torrent Font, A. El tipo ideal de escuela innovadora que promueve la sostenibilidad: El caso de las comunidades
rurales de Cataluña. Sustainability 2021, 13, 5875. [CrossRef]

65. Morén, R. Lugar, Identidad Territorial e Inmigración Extranjera en Áreas Rurales y Pequeñas Ciudades de España. Un Estudio Cualitativo
Exploratorio; Ministerio de Trabajo y Asuntos Sociales (MTAS): Madrid, Spain, 2005.

66. Millán Escriche, M. La diversificación en el medio rural como factor de desarrollo. Pap. Geogr. 2002, 36, 223–238. Available online:
https://revistas.um.es/geografia/article/view/46561 (accessed on 20 March 2022).

67. Otzen, T.; Manterola, C. Técnicas de Muestreo sobre una Población a Estudio. Int. J. Morphol. 2017, 35, 227–232. [CrossRef]
68. Kvale, S. Las Entrevistas en Investigación Cualitativa; Morata: Madrid, Spain, 2011.
69. Gonzalez-Diaz, R.; Acevedo Duque, Á.; Martin Fiorino, V.; Cachicatari Vargas, E. Cultura investigativa del docente en Lati-

noamérica en la era digital. Comun. Rev. Cient. Iberoam. Comun. Educ. 2022, 30, 71–83. [CrossRef]
70. McAdams, D.; McLean, K. Narrative identity. Curr. Dir. Psychol. Sci. 2013, 22, 233–238. [CrossRef]
71. Sandoval-Obando, E. La profesionalidad docente rural chilena: Implicaciones socioeducativas de un desarrollo generativo

trascendente. Prax. Pedagóg. 2021, 21, 61–90. [CrossRef]
72. Serra, E. Somos lo que contamos: La Historia de Vida como método evolutivo. In La Fotobiografía: Imágenes e Historias del Pasado

Para Vivir con Plenitud el Presente; Sanz, F., Ed.; Kairós: Barcelona, Spain, 2008; pp. 405–415.
73. McAdams, D. Tracing Three Lines of Personality Development. Res. Hum. Dev. 2015, 12, 224–228. [CrossRef]
74. McAdams, D.; Olson, B. Personality Development: Continuity and Change Over the Life Course. Annu. Rev. Psychol. 2010, 61,

517–542. [CrossRef] [PubMed]
75. McAdams, D.P.; Logan, R. What is generativity? In The Generative Society: Caring for Future Generations; de St. Aubin, E., McAdams,

D.P., Kim, T.-C., Eds.; American Psychological Association: Washington, DC, USA, 2004; pp. 15–32.
76. McAdams, D.P.; Hart, H.M.; Maruna, S. The anatomy of generativity. In Generativity and Adult Development: How and Why We Care

for the Next Generation; McAdams, D.P., de St. Aubin, E., Eds.; American Psychological Association: Washington, DC, USA, 1998;
pp. 7–43. [CrossRef]

http://doi.org/10.3390/su132111960
http://doi.org/10.4067/S0718-73782017000200001
http://doi.org/10.3390/ijerph19095750
http://www.ncbi.nlm.nih.gov/pubmed/35565145
http://doi.org/10.3390/su13084248
http://doi.org/10.3390/ijerph18147678
http://www.ncbi.nlm.nih.gov/pubmed/34300129
http://doi.org/10.3390/ijerph19063647
http://doi.org/10.3390/ijerph17061966
http://doi.org/10.1016/j.jrurstud.2019.01.024
http://doi.org/10.7821/naer.2019.1.321
http://doi.org/10.3390/su13010343
http://doi.org/10.3390/su122410296
http://mayeuticaeducativa.idoneos.com/index.php/347332
http://doi.org/10.3390/su13115875
https://revistas.um.es/geografia/article/view/46561
http://doi.org/10.4067/S0717-95022017000100037
http://doi.org/10.3916/C70-2022-06
http://doi.org/10.1177/0963721413475622
http://doi.org/10.26620/uniminuto.praxis.21.29.2021.61-90
http://doi.org/10.1080/15427609.2015.1068057
http://doi.org/10.1146/annurev.psych.093008.100507
http://www.ncbi.nlm.nih.gov/pubmed/19534589
http://doi.org/10.1037/10288-001


Sustainability 2022, 14, 8386 16 of 17

77. McAdams, D. The Life Story Interview; The Foley Center for the Study of Lives/Northwestern University: Evanston, IL, USA, 2008;
Available online: https://www.sesp.northwestern.edu/foley/instruments/interview/ (accessed on 25 March 2022).

78. Strauss, A.; Corbin, J. Bases de la Investigación Cualitativa. Técnicas y Procedimientos para Desarrollar la Teoría Fundamentada;
Universidad de Antioquia: Medellín, Colombia, 2002.

79. Trigueros, C.; Rivera-García, E.; Rivera-Trigueros, I. Técnicas Conversacionales y Narrativas. Investigación Cualitativa con Software
Nvivo; Universidad de Granada/Escuela Andaluza de Salud Pública: Granada, Spain, 2018.

80. Rodríguez, C.; Lorenzo, O.; Herrera, L. Teoría y Práctica del Análisis de Datos Cualitativos. Proceso General y Criterios de
Calidad. Rev. Int. Cienc. Soc. Humanid. 2005, 15, 133–154.

81. Martínez, M. La Investigación Cualitativa Etnográfica en Educación. Manual Teórico Práctico; Trillas: Bogota, Colombia, 2007.
82. Sandoval-Obando, E.; Zacarés, J. Generatividad y Desarrollo Adulto. In Nuevas Miradas en Psicología del Ciclo Vital; Sandoval-

Obando, E., Serra Desfilis, E., García, Ó., Eds.; RIL Editores/Universidad Autónoma de Chile: Providencia, Chile, 2020;
pp. 189–218. [CrossRef]

83. Sandoval-Obando, E. Implicancias Socioeducativas de la Generatividad en Educadores Rurales Chilenos. Int. J. Dev. Educ. Psychol.
2021, 2, 327–336. [CrossRef]

84. Sandoval-Obando, E. Generatividad y Desarrollo Socioemocional en el Profesorado: Desafíos e Implicancias Educativas Actuales.
In Desarrollo Humano y Educación Socioemocional; Arboleda, J., Ed.; Red Iberoamericana de Pedagogía: Maule, Chile, 2021;
pp. 23–51.

85. Gáspár, T.; Laurén, L.M. Future generations: Widespread changes in our living-together. Futures 2013, 45, S1–S5. [CrossRef]
86. Pratt, M.W.; Norris, J.E.; Arnold, M.L.; Filyer, R. Generativity and moral development as predictors of value-socialization

narratives for young persons across the adult life span: From lessons learned to stories shared. Psychol. Aging 1999, 14, 414–426.
[CrossRef]

87. Pratt, M.W.; Danso, H.A.; Arnold, M.L.; Norris, J.E.; Filyer, R. Adult generativity and the socialization of adolescents: Relations to
mothers’ and fathers’ parenting beliefs, styles, and practices. J. Personal. 2001, 69, 89–120. [CrossRef]

88. Clark, M.; Arnold, J. The nature, prevalence and correlates of generativity among men in middle career. J. Vocat. Behav. 2008, 73,
473–484. [CrossRef]

89. Urien, B.; Kilbourne, W. Generativity and self-enhancement valuesin eco-friendly behavioral intentions and environmentally
responsible consumption behavior. Psychol. Mark. 2011, 28, 69–90. [CrossRef]

90. Kim, S.; Chee, K.; Gerhart, O. Redefining generativity: Through life course and pragmatist lenses. Sociol. Compass 2017, 11, e12533.
[CrossRef]

91. Wojciechowska, L. Subjectivity and generativity in midlife. Pol. Psychol. Bull. 2017, 48, 38–43. [CrossRef]
92. MacDermid, S.; Franz, C.; DeReus, L. Adult character: Agency, communion, insight, and the expression of generativity in midlife

adults. In Competence and Character through Life; Colby, A., James, J., Hart, D., Eds.; University of Chicago Press: Chicago, IL, USA,
1998; pp. 205–229.

93. Pratt, M.W.; Lawford, H.L.; Matsuba, M.K.; Villar, F. The life span development of generativity. In The Oxford Handbook of Moral
Development: An Interdisciplinary Perspective; Jensen, A., Ed.; Oxford University Press: Oxford, UK, 2020; pp. 366–384.

94. Hart, H.M.; McAdams, D.P.; Hirsch, B.J.; Bauer, J.J. Generativity and social involvement among African Americans and White
adults. J. Res. Personal. 2001, 35, 208–230. [CrossRef]

95. Erikson, E.H. Childhood and Society; W. W. Norton & Company: New York, NY, USA, 1993.
96. Rossi, A.S. Developmental roots of adult social responsibility. In Caring and Doing for Others: Social Responsibility in the Domains of

Family, Work, and Community; Rossi, A.S., Ed.; University of Chicago Press: Chicago, IL, USA, 2001; pp. 227–320.
97. Rossi, A.S. Domains and dimensions of social responsibility: A sociodemographic profile. In Caring and Doing for Others: Social

Responsibility in the Domains of Family, Work, and Community; Rossi, A.S., Ed.; University of Chicago Press: Chicago, IL, USA, 2001;
pp. 97–134.

98. Peterson, B.E.; Stewart, A.J. Generativity and social motives in young adults. J. Personal. Soc. Psychol. 1993, 65, 186. [CrossRef]
99. Frensch, K.M.; Pratt, M.W.; Norris, J.E. Foundations of generativity: Personal and family correlates of emerging adults’ generative

life-story themes. J. Res. Personal. 2007, 41, 45–62. [CrossRef]
100. Ball, A.F. Toward a theory of generative change in culturally and linguistically complex classrooms. Am. Educ. Res. J. 2009, 46,

45–72. [CrossRef]
101. Liu, K.; Ball, A.F. Critical reflection and generativity: Toward a framework of transformative teacher education for diverse

learners. Rev. Res. Educ. 2019, 43, 68–105. [CrossRef]
102. Liu, K. Critical reflection as a framework for transformative learning in teacher education. Educ. Rev. 2015, 67, 135–157. [CrossRef]
103. Aparisi, D.; Granados, L.; Sanmartín, R.; Martínez-Monteagudo, M.C.; García-Fernández, J.M. Relationship between emotional

intelligence, generativity and self-efficacy in secondary school teachers. Sustainability 2020, 12, 3950. [CrossRef]
104. García, D.A. Actitud al Cambio Socioeducativo y Práctica Educativa. Un Análisis Multifactorial en Población Docente. Ph.D.

Thesis, Universidad de Valencia, Valencia, Spain, 2015. Available online: https://roderic.uv.es/handle/10550/47832 (accessed on
27 April 2022).

105. Hastings, L.J.; Griesen, J.V.; Hoover, R.E.; Creswell, J.W.; Dlugosh, L.L. Generativity in college students: Comparing and
explaining the impact of mentoring. J. Coll. Stud. Dev. 2015, 56, 651–669. [CrossRef]

https://www.sesp.northwestern.edu/foley/instruments/interview/
http://doi.org/10.32457/ISBN9789568454951982020-ED1
http://doi.org/10.17060/ijodaep.2021.n1.v2.2115
http://doi.org/10.1016/j.futures.2012.11.004
http://doi.org/10.1037/0882-7974.14.3.414
http://doi.org/10.1111/1467-6494.00137
http://doi.org/10.1016/j.jvb.2008.09.002
http://doi.org/10.1002/mar.20381
http://doi.org/10.1111/soc4.12533
http://doi.org/10.1515/ppb-2017-0005
http://doi.org/10.1006/jrpe.2001.2318
http://doi.org/10.1037/0022-3514.65.1.186
http://doi.org/10.1016/j.jrp.2006.01.005
http://doi.org/10.3102/0002831208323277
http://doi.org/10.3102/0091732X18822806
http://doi.org/10.1080/00131911.2013.839546
http://doi.org/10.3390/su12103950
https://roderic.uv.es/handle/10550/47832
http://doi.org/10.1353/csd.2015.0070


Sustainability 2022, 14, 8386 17 of 17

106. Riquelme-Brevis, H.; Sandoval-Obando, E. Prácticas de movilidad y desempeño laboral del profesorado rural en la Región de La
Araucanía, Chile. Rev. Transp. Territ. 2021, 24, 32–55. [CrossRef]

107. Ackerman, S.; Zuroff, D.; Moskowitz, D.S. Generativity in midlife and young adults: Links to agency, communion, and subjective
well-being. Int. J. Aging Hum. Dev. 2000, 50, 17–41. [CrossRef]

108. Friesen, M.D.; Besley, S.C. Teacher identity development in the first year of teacher education: A developmental and social
psychological perspective. Teach. Teach. Educ. 2013, 36, 23–32. [CrossRef]

http://doi.org/10.34096/rtt.i24.10226
http://doi.org/10.2190/9F51-LR6T-JHRJ-2QW6
http://doi.org/10.1016/j.tate.2013.06.005

	Introduction 
	Background 
	Generativity and Pedagogy as a Key Element in Rural Schools 
	Rural Schools and Their Affectivity in the Management of SDG 4: Collaboration with Educational Quality in Chile 

	Materials and Methods 
	Study Design 
	Participants 
	Data Collection Techniques 
	Data Analysis and Production Strategy 

	Results 
	Discussion 
	Conclusions 
	References

