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Abstract

The trajectory of teacher educators is constituted amidst tensions, disputes, and
institutional crossings that go beyond the mere adaptation to educational policies. In
this context, this study aimed to analyze how members of the Structural Teaching Core
(Nucleo Docente Estruturante — NDE) sought to produce movements of creative
insubordination in response to the prescriptions established by the 2015 and 2019
CNE/CP Resolutions. Grounded in the concepts of Creative Insubordination (CI) and
collaboration, the research problematizes the ways in which curricular policies may both
capture and create openings for creative actions within teacher education.
Methodologically, semi-structured interviews and Discursive Textual Analysis were
employed in order to understand the perceptions, tensions, and strategies developed
by NDE members in the face of normative demands. The findings reveal that
collaboration emerged as a collective force capable of challenging bureaucratized
practices and fostering spaces of creation, reflection, and negotiation within teacher
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education. At the same time, the investigation exposes the limits imposed by
institutional rationalities and curricular standardization policies, which frequently
constrain pedagogical practices that are more critical and sensitive to differences. We
argue that CI cannot be reduced to an individual act of resistance; rather, it emerges
as an ethical, political, and collective movement of reinventing teaching practice,
enabling the creation of conditions through which teacher educators may problematize,
displace, and transform the educational realities that traverse them.

Keywords: Structural teaching core, Creative insubordination, collaboration,

Mathematics education, CNE/CP resolutions.

Resumen

La trayectoria del profesor formador se constituye en medio de tensiones, disputas y
atravesamientos institucionales que exceden la simple adecuacidn a las politicas
educativas. En este contexto, este estudio tuvo como objetivo analizar de qué manera
los miembros del Nucleo Docente Estructurante (NDE) buscaron producir movimientos
de insubordinacién creativa frente a las prescripciones de las Resoluciones CNE/CP de
2015y 2019. Anclada en los conceptos de Insubordinacion Creativa (IC) y colaboracién,
la investigacidn problematiza los modos en que las politicas curriculares pueden tanto
capturar como abrir fisuras para acciones creativas en la formacion docente.
Metodoldgicamente, movilizamos entrevistas semiestructuradas y el Analisis Textual
Discursivo, buscando comprender las percepciones, tensiones y estrategias construidas
por los integrantes del NDE frente a las exigencias normativas. Los resultados
evidencian que la colaboracion se constituyd como una potencia colectiva capaz de
tensionar practicas burocratizadas e instaurar espacios de creacién, reflexion y
negociacion en el interior de la formacién docente. Al mismo tiempo, la investigacion
revela los limites impuestos por las racionalidades institucionales y por las politicas de
estandarizacion curricular, que frecuentemente restringen practicas pedagdgicas mas
criticas y sensibles a las diferencias. Sostenemos que la IC no se reduce a un acto de
resistencia individual, sino que emerge como un movimiento ético, politico y colectivo
de reinvencion de la practica docente, posibilitando la creacion de condiciones para que
los formadores problematicen, desplacen y transformen las realidades educativas que
los atraviesan.

Palabras-clave: Nucleo docente estructurante, Insubordinacion creativa,

Colaboracion, Educacion matematica, Resoluciones CNE/CP.
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Résumeé

La trajectoire du professeur formateur se constitue au milieu de tensions, de conflits et
de traversées institutionnelles qui dépassent la simple adaptation aux politiques
éducatives. Dans ce contexte, cette étude avait pour objectif d’analyser de quelle
maniére les membres du Nucleo Docente Estruturante (NDE) ont cherché a produire
des mouvements d’insubordination créative face aux prescriptions des Résolutions
CNE/CP de 2015 et 2019. Ancrée dans les concepts d'Insubordination Créative (IC) et
de collaboration, la recherche problématise les fagons dont les politiques curriculaires
peuvent a la fois capturer et ouvrir des breches pour des actions créatives dans la
formation des enseignants. D'un point de vue méthodologique, nous avons mobilisé
des entretiens semi-structurés et I’Analyse Textuelle Discursive afin de comprendre les
perceptions, les tensions et les stratégies construites par les membres du NDE face aux
exigences normatives. Les résultats montrent que la collaboration s’est constituée
comme une puissance collective capable de mettre en tension des pratiques
bureaucratisées et d’'instaurer des espaces de création, de réflexion et de négociation
au sein de la formation des enseignants. En méme temps, I'enquéte révele les limites
imposées par les rationalités institutionnelles et par les politiques de standardisation
curriculaire, qui restreignent fréquemment des pratiques pédagogiques plus critiques
et sensibles aux différences. Nous soutenons que I'IC ne se réduit pas a un acte de
résistance individuelle, mais qu’elle émerge comme un mouvement éthique, politique
et collectif de réinvention de la pratique enseignante, permettant la création de
conditions pour que les formateurs problématisent, déplacent et transforment les
réalités éducatives qui les traversent.

Mots-clés : Noyau enseignant structurant, Insubordination créative,

Collaboration, Education mathématique, Résolutions CNE/CP.

Resumo

A trajetoria do professor formador se constitui em meio a tensdes, disputas e
atravessamentos institucionais que extrapolam a simples adequacdo as politicas
educacionais. Nesse contexto, este estudo teve por objetivo analisar de que modo os
membros do Nucleo Docente Estruturante (NDE) buscaram produzir movimentos de
insubordinacgdo criativa frente as prescricdes das Resolugdes CNE/CP de 2015 e 2019.
Ancorada nos conceitos de Insubordinacao Criativa (IC) e colaboragao, a pesquisa
problematiza os modos pelos quais as politicas curriculares podem tanto capturar

guanto abrir brechas para agbOes criativas na formacdao de professores.
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Metodologicamente, mobilizamos entrevistas semiestruturadas e a Andlise Textual
Discursiva, buscando compreender as percepcoes, tensdes e estratégias construidas
pelos integrantes do NDE diante das exigéncias normativas. Os resultados evidenciam
que a colaboracao se constituiu como poténcia coletiva capaz de tensionar praticas
burocratizadas e instaurar espacos de criacao, reflexao e negociacao no interior da
formacao docente. Ao mesmo tempo, a investigagao revela os limites impostos pelas
racionalidades institucionais e pelas politicas de padronizacao curricular, que
frequentemente restringem praticas pedagdgicas mais criticas e sensiveis as
diferencas. Defendemos que a IC ndo se reduz a um ato de resisténcia individual, mas
emerge como movimento ético, politico e coletivo de reinvencdo da pratica docente,
possibilitando a criagdao de condicdoes para que os formadores problematizem,
desloquem e transformem as realidades educacionais que os atravessam.
Palavras-chave: Nucleo docente estruturante, Insubordinacdo criativa,

Colaboracao, Educacao matematica, Resolu¢oes CNE/CP.
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With the word, the teacher: exploring the discursive depths in the journey of
the mathematics teacher

Introduction

The trajectory of teachers, especially when they assume the role of teacher
educators, is constituted amidst tensions, disputes, and demands that extend beyond
the boundaries of the classroom. Rather than merely a space for knowledge production,
teaching is configured as a territory traversed by educational policies, institutional
rationalities, and continuous processes of subjectivation that interrogate ways of
teaching, learning, and teacher education. In this sense, Lima (2018, p. 260)
emphasizes that “professional practice [...] constitutes a space/time understood as
continuous learning and presupposes contact with different forms of knowledge,
experiences, and methodological alternatives, which may trigger improvements in
teachers’ teaching practice.” However, understanding teacher education solely as
technical improvement may render invisible the conflicts, resistances, and negotiations

that permeate teaching practice.

Thus, pedagogical experience, simultaneously marked by challenges,
uncertainties, and achievements, acquires even more complex contours when the
educator assumes the role of mentor and teacher educator. In a context of constant
curricular reforms and intensified institutional demands, adaptation to change cannot
be understood merely as normative compliance, but rather as a critical movement of
problematization of the policies and practices that regulate teacher education. Within
the context of the Nucleo Docente Estruturante - NDE [Structural Teaching Core], this
dynamic becomes even more evident, since the elaboration and reformulation of the
Projeto Pedagogico Curricular - PPC [Curricular Pedagogical Project] involve disputes
over conceptions of teacher education, curriculum, and teaching. In this way, NDE
members do not act merely as executors of institutional guidelines, but as subjects who
negotiate, tension, and reinvent formative possibilities, articulating theoretical
knowledge, lived experiences, and practices produced throughout their professional

trajectories.

In this movement, the PPC is no longer understood merely as a normative
document, but is conceived as a political space of construction in which different
conceptions of education, teaching, and teacher education come into tension. Thus, the
NDE, by fostering collaborative practices, assumes a central role in constituting the

identity of the program, articulating knowledge, experiences, and positions of educators
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in relation to institutional demands and those of the Ministério da Educacao e Cultura
(MEC) [Ministry of Education and Culture].

Within its scope of responsibilities, the Nacional de Avaliagdao da Educacgao
Superior (CONAES) [National Commission for Higher Education Evaluation Comissao],
through Resolution No. 1 of June 17, 2010, established guidelines that regulate the
NDE, consolidating its role within undergraduate programs. However, beyond being a
regulatory device, the NDE can be understood as a strategic space in which tensions
between curricular standardization, teacher autonomy, and the production of situated
formative practices become visible. In this sense, its creation appears to be linked not
only to the pursuit of pedagogical improvement, but also to the need to respond to

ongoing social, political, and educational transformations that traverse the university.

From this perspective, Creative Insubordination (CI) emerges as an ethico-
political force capable of problematizing overly bureaucratized and normative formative
processes. CI is not reduced to an act of opposition to institutional rules; rather, it
involves the capacity of teacher educators to tension, reinterpret, and displace
curricular prescriptions in a responsible and contextualized manner, creating openings
for practices more sensitive to the singularities of subjects and the demands of
educational contexts. Thus, the power of teacher educators is not expressed only in
knowledge production, but in the collective creation of spaces for listening, reflection,
invention, and collaboration, in which teacher education may escape merely technicist
logics and open itself to the multiplicity of experiences and ways of existing in

education.

In this context, this study aims to analyze how members of the Nucleo Docente
Estruturante (NDE) [Structural Teaching Core] sought to produce movements of
creative insubordination in response to the prescriptions of the 2015 and 2019 CNE/CP
Resolutions, within the process of elaborating the Mathematics Teacher Education
Program Curricular Pedagogical Project at the Universidade Federal da Grande
Dourados (UFGD) [Federal University of Grande Dourados]. This analysis is situated
within a specific scenario of curricular restructuring of the 2024 PPC at UFGD, in which
the 2015 Resolution was adopted as an explicit guideline, under the guidance of the
institution’s Pro-Rectorate, while the 2019 Resolution operated as an implicit reference,

permeating curricular decisions in a less formalized, yet no less significant, manner.

6 Educ. Matem. Pesq., Sdo Paulo, v. 28, p. 01- 32, 2026, e68163



Although there was a possibility that the 2019 Resolution might be revoked, we
chose to maintain it as part of the analysis for two main reasons. First, the research
was conducted in a context in which the resolution was still in force, effectively
constituting the normative horizon that guided NDE discussions. Second, even
considering a possible later revocation, it is understood that its traces remain inscribed
in the PPC restructuring process, either as normative remnants or as effects of a
particular political project of teacher education. Furthermore, this resolution is part of
the historical trajectory of teacher education policies in Brazil, expressing disputes and
orientations within the educational and political field of that period, which reinforces its

analytical relevance in the scope of this study.

In this movement, we seek to problematize the strategies, negotiations, and
displacements produced by NDE members in their attempt to respond to institutional
and normative guidelines, considering the specificities of the Mathematics field and the
formative demands that traverse it. Rather than merely describing curricular adaptation
procedures, we are interested in understanding how such guidelines are interpreted,
tensioned, and recreated within collective practices of PPC development. Thus, this
study not only aims to shed light on the internal dynamics of the NDE, but also to
contribute to the broader debate on the challenges, disputes, and possibilities that
permeate Mathematics teacher education in the context of contemporary curricular

policies.

Potentialities of collaborative work for creative insubordination actions

The concept of Creative Insubordination (CI) was developed from Freire’s (1971)
ideas, especially within the context of his problem-posing pedagogy, which shifts
education away from a transmissive logic toward understanding it as a critical practice
of reading and intervening in the world. From this perspective, problem-posing
education is described as an authentically reflexive process, marked by a constant act
of unveiling reality. This implies stimulating critical analysis of the dimensions of reality,
seeking the immersion of learners’ consciousness so that they can critically position

themselves within the reality that surrounds them (Freire, 1971).

Thus, Freire’s proposal is not limited to understanding reality, but rather
constructs it as a permanent field of problematization, in which subjects are called to
recognize that what appears to be natural is, in fact, historical, traversed by disputes,

silencing, and power relations. Problem-posing education, as outlined by Freire (1971),
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is essentially oriented toward conscientization and toward the creation of conditions
that enable educators not only to understand but also to actively transform the reality
in which they live. It is within this horizon that CI emerges as a development of this
theoretical framework, by tensioning established norms and producing fissures within
them, opening space for ethical, political, and pedagogical reinventions in everyday

teaching practice.

This understanding becomes more complex when we consider that, according to
Pita et al. (2022, p. 21), the concept of CI materializes in teaching practices as “CI in
their practices to enable better learning for students. The act of contraposition can be
considered in relation to the curriculum, the assessment process, or certain school
rules.” In this sense, CI is not restricted to a direct opposition to norms, but is
configured as a situated gesture of critical reading of the concrete conditions of
teaching, in which teachers are traversed by tensions between obeying, adapting, and

reinventing their practices.

In this scenario, collaborative work is not presented merely as an organizational
strategy, but as a political condition of possibility for the emergence of CI. By sharing
experiences, ideas, and strategies, educators produce a space for negotiating meanings
that destabilizes individualized responses and opens room for collective practices of
invention. Thus, instead of isolated subjects who “apply” innovation, what emerges is

a collective that thinks, tensions, and reconfigures the very act of teaching.

Assemany et al. (2022, p. 218) reinforce this dimension by highlighting that “the
subjects involved occupy a unique and singular role, since, by dialoguing, they share
knowledge in a process of collaborative and self-(trans)formative construction of
knowledge and reflection on their own educational practice.” Dialogue, therefore, is not
reduced to the exchange of information, but constitutes a formative process in itself,
in which educational practice also becomes an object of reflection, displacement, and

reinvention.

In the same direction, D’Ambrosio and Lopes (2015, p. 8) point out that reflective
processes are a condition for the emergence of CI, given that “our discomfort [...]
stems from our critical reading of: guidelines established by public policies; the
deprofessionalization of teachers; confrontation with dilemmas and difficulties faced by
our students.” Thus, Creative Insubordination cannot be understood as a punctual act

of resistance, but rather as an ethical-political movement that emerges from the
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permanent tension between normatization and invention, between regulation and

creation, between what is instituted and what insists on escaping its forms of capture.

From this perspective, a more critical look at Mathematics teaching broadens the
understanding of school contexts, recognizing that classrooms are not homogeneous
spaces, but territories traversed by differences, tensions, and multiple forms of life. In
this sense, the complexity of the challenges faced by mathematics educators becomes
evident, as they must simultaneously deal with curricular demands, institutional
conditions, and the singularities of the subjects involved in teaching and learning

processes.

It is in this scenario that Creative Insubordination (CI) emerges not as a
spontaneous or merely reactive response, but as a conscious, situated, and strategic
stance in the face of perceived limitations in teaching practice. By tensioning norms,
reorganizing practices, and producing displacements within institutional prescriptions,
CI becomes a possibility for reinventing pedagogical practice, opening pathways for

significant transformations in everyday school life.

In this direction, D’Ambrosio (2015, p. 4) uses the metaphor of birds in a cage to

illustrate the constraints faced by specialists in the academic context:

Birds living in a cage feed on what they find inside the cage, fly only within the
cage’s space, communicate in a language known to them, reproduce and repeat
themselves, and only see and feel what the bars allow. They cannot know what
color the cage is painted on the outside. In the academic world, specialists are
like thinkers confined in cages of rigid paradigms and methodologies that do not
allow them to see beyond what is considered academically correct.

These intellectual structures operate as forms of containment that delimit the
field of what can be thought, restricting the vision and understanding of what escapes
what is conventionally legitimized as correct within the academic sphere. From this
perspective, the metaphor of birds in a cage is particularly illuminating. In this scenario,
such “bars” not only delimit practices but also shape teaching subjectivities, producing
certain ways of being a teacher and inhibiting the emergence of self-(trans)formative
perspectives. Thus, teaching may be captured by rationalities that naturalize
epistemological and methodological boundaries, hindering movements of displacement
and invention. It is precisely from this tension that it becomes possible to think of

responsible subversion as an ethical and political stance in the face of these limitations.
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In this way, assuming oneself in this position implies, as Freire (2005, p. 41)
states, “to assume oneself as a social and historical being, as a thinking,
communicating, transforming, creative being, a dream-making being, capable of anger
because capable of love [...]". It therefore involves understanding the teaching subject
as someone who not only reproduces practices but also recognizes themselves as a
producer of reality, traversed by affects, contradictions, and possibilities of intervention

in the world.

Faced with the challenges inherent in the educational scenario, this responsible
subversion requires recognizing the educator as an active agent within a social and
historical context, mobilizing capacities for critical reflection, communication, creation,
and transformation. More than an individual stance, it is a form of (self-)awareness
that involves understanding oneself as a subject implicated in the production of
knowledge and in the reinvention of pedagogical practices, as pointed out by
D’Ambrosio and Lopes (2015).

Within this horizon, collaboration among teachers emerges as a central element
to sustain such displacements. As Damiani (2008, p. 218) highlights, “collaboration
among teachers emerges as a powerful tool to improve the way educators conceive,
act, and solve challenges. This collaboration represents a significant opportunity for
success in the pedagogical endeavor.” Thus, by engaging in collaborative practices,
teachers not only expand their possibilities for action but also create conditions to

collectively rethink the meanings of teaching and the pathways of teacher education.

Collaboration, in this sense, as Saraiva and Ponte (2003) point out, contributes
to tensioning the separation between theory and practice, as well as between
professional practice and educational research, establishing a hybrid field of knowledge
production. This articulation not only enriches the way “educators conceive, act, and
solve challenges” (Damiani, 2008, p. 218), but also fosters processes of self-analysis
and reflection on skills, limits, and potentialities, contributing to the constitution of a

more collective and dynamic teaching identity.

It is within this context that CI actions are inscribed as movements that go beyond
immediate discomfort with certain formative structures. As Rosa (2022, p. 77) states,
such actions “are not only motivated by discomfort with the course structure, but are

also driven by a perspective of future transformation.” Thus, CI is not reduced to
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reaction but is oriented by an investment in the future, in the sense of reconfiguring

practices, relationships, and ways of teaching.

In this way, collaboration among teachers and CI cannot be understood as
separate dimensions, but rather as intertwined processes that, when interwoven, open
possibilities for the reinvention of pedagogical practice and for the collective

construction of alternatives within teacher education.

The unfolding of trajectories

In this section, we address aspects of the data production process as well as the
criteria that guided the selection of participants. We chose to include, as participants,
the presidents of the NDE and at least one faculty representative from each subarea of
Mathematics, including Mathematics Education, Statistics, Pure Mathematics, and
Applied Mathematics.

This decision was motivated by the fact that the program under investigation is
organized according to this division within its faculty structure, which is composed of
subgroups that may consult other faculty members outside the formal commission. In
this arrangement, separate meetings are held to address the specificities of each
subarea, in addition to meetings involving all faculty members, aiming to encompass
diverse perspectives and conceptions related to teacher education, thereby enriching
the analysis of the produced data.

Moraes and Galiazzi (2016, p. 83) argue that “qualitative research moves toward
deeper readings, more subtle interpretations, and the unveiling of what is hidden. In
this, the subjectivity of the researcher is valued, seeking to fully explore the fecundity
that this may entail.” In this sense, studies that value the discursive dimension move
between what is explicitly stated and what remains implicit, in a constant movement
between what is expressed and what is concealed. This approach requires distancing
oneself from immediate meanings in order to reach a situated understanding of
meaning, demanding increasingly deeper interpretative processes.

Therefore, we chose to conduct semi-structured interviews, as we believe this
format enables a more flexible dialogue, taking into account mutual influences and
allowing the emergence of new questions based on participants’ responses. This aligns
with Lidke and André (1986, p. 46), who emphasize that “one of the great advantages

of this instrument is that an interaction is established between researcher and
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participant, unlike other methods, such as unidirectional observation, for example,
where a hierarchical relationship is established between both.”

In order to preserve participant anonymity, given their concerns about
identification, we used pseudonyms (Prof.1, Prof.2, ..., Prof.7) to refer to them. We
explored different possibilities for conducting the interviews, offering participants the
flexibility to choose between face-to-face interviews, Google Meet conversations, or
answering a questionnaire. Out of the 7 participants, 5 chose the face-to-face format,
while 2 opted for Google Meet. All interviews were recorded and later manually
transcribed.

For the interviews, we developed six guiding questions aimed at understanding
the actions of faculty members as evidenced in the development of the PPC. These
questions were validated by two faculty members who did not participate as
interviewees. Table 1, presented below, details these questions.

Table 1

Interview question guide

Question Code

What is the role of the NDE in the development of the PPC at UFGD? P1

How does the NDE collaborate in defining the guidelines and objectives of the P2
PPC, taking into account the demands of educational directives?

What are the main challenges faced by the NDE when proposing innovations  P3
and adjustments to the PPC in order to meet the needs of society and the labor
market?

How does the NDE address issues of inclusion, cultural diversity, educational P4
policies, and human rights in the development of the PPC?

How does the articulation among the different subareas of Mathematics occur P5
in the development of the PPC at UFGD?

This validation process ensured the relevance and appropriateness of the
questions, involving professionals external to the group of interviewees. This approach
strengthens the methodological foundation adopted, guaranteeing a more reliable
analysis of teachers’ practices in the design of the PPC. For the analysis of empirical
data, we rely on Textual Discourse Analysis (TDA), in which Moraes and Galiazzi (2016,
p. 33) state that “qualitative research has increasingly made use of textual analyses.
Whether starting from existing texts or producing the analytical material from

interviews.”
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In this sense, as the authors emphasize, "TDA does not aim to test hypotheses
in order to confirm or refute them at the end of the research; the intention is
understanding, reconstructing existing knowledge about the investigated themes.” In
order to make the analytical process explicit, we used an algorithm inspired by Moraes
and Galiazzi (2016), consisting of the following stages in our research: deconstruction
(we broke down the interviews into differentiated thematic units); emergence (we
identified connections between ideas, seeking recurring patterns); and communication
(we made explicit the new structures present in our analysis).

From this process, we selected excerpts from the interviews that appeared
relevant to the context of our investigation; these excerpts are called Units of Meaning
(UM). After this selection, we developed a code for each UM, with the aim of simplifying
reference to the original material.

Subsequently, we formulated keywords that, in our understanding, captured the
meaning present in the text associated with each unit. Using exclusively these
keywords, we constructed a title. This title functioned as a textual formulation aimed
at representing the discussion related to the UM. Through the analysis of these titles,
we carried out a first aggregation process, aiming to identify similar discussions. During
this process, the initial categories of the research began to emerge, being coded by the
pseudonym of the interviewed teacher followed by the question number (PROF1.P5).
Each initial category is associated with a set of UMs.

When naming these initial categories, keywords were selected from the
statements, that is, from the titles of the UMs that compose them, followed by a partial
argument for each initial category. This argument aims to summarize the meanings
expressed in the respective initial category and, consequently, in the UMs that compose
it.

Next, through the identification of similarities among the themes of the initial
categories, intermediate categories emerged. For each intermediate category, we
sought to develop a partial argument, maintaining the intention previously mentioned.
The final stage of aggregation involves the formation of final categories, resulting from
the consolidation of the intermediate categories. In this same process, for each final
category, the challenge of constructing an argument was undertaken.

From the understandings constructed and emerging throughout the process of

unitization and analysis, the metatext was produced. This metatext is composed of a
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process of anchoring the UMs, the theories emerging from the analysis, and the

understandings constructed throughout the study.

Perspectives on mathematics teacher education

In the analysis of the data obtained from the interviews, we chose to present
excerpts not with the intention of addressing each one in isolation, but rather to explore
the regularities that connect them in a meaningful way. As Moraes and Galiazzi (2016,
p. 16) highlight, our understandings can be compared to a “magic wand,” capable of
transforming dispersed fragments of text into structured and well-founded sets of
arguments.

This approach allows the transformation of isolated words into “sonorous poems,”
emphasizing the importance of viewing the excerpts as interconnected elements that
contribute to the construction of a broader and more coherent understanding. Table 2

below presents a representation of the process of aggregation of the initial categories

into the formation of the intermediate categories.

Table 2.

Categorization process of the interviews conducted with NDE members.

Initial cat. Initial cat. Argument Intermediate
cat.

C.1. Promoting The need to build bridges between areas of C.1.1. Building

articulation knowledge, such as science, arts, and bridges toward

between areas: humanities, is a task that requires courage. dialogicity in

strategies for Interdisciplinarity is not only a goal but a mathematics

interdisciplinarity; pathway that, at times, encounters institutional teacher
resistance and deeply rooted academic education
traditions. (5) [(C1+C2)=(5

C.2. Strategies for The reflection on the importance of building + 4) = 9]

overcoming bridges of communication and collaboration

resistance to creates a dialogical network that seeks to

change in the sustain change through a continuous and

pedagogical adaptive process. In this sense, it is emphasized

practices of that overcoming resistance to change is a

mathematics dynamic challenge, where strategies not only

teachers break down barriers but also construct

throughout their pathwaystoward a more reflective mathematics

careers; education. (4)

C.3. Challenges Creative adaptations become crucial elements C.1.2.

and adaptations in this scenario, transforming challenges into Navigating

in the opportunities for learning and growth. This challenges: the

implementation of
the resolutions for
teacher education

14

narrative highlights that, just as in a theatrical
play in which the script of the resolutions serves
as a foundation, the real magic happens behind
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C.5. Obstacles
encountered in
the attempt to
articulate
practices
compose
curriculum

that
the

C.6. Complying
with  regulations
for aligning
teacher education
with the BNCC

C.7. The role of
the NDE in
mathematics

teacher education
through dialogue,

creativity, and
collaborative work
C.8. Reinventing
teacher
education:
weaving

connections in the
construction of a
mathematics

curriculum
attuned to
educational
diversity

C.9. NDE in
action: building
strategies to
promote the
identity of the
program for an
articulated
mathematics
education

C.4. Pathways of
diversity:

reflections on the
construction of
PPCs that
promote inclusion

the scenes, where educators work hard to
transform teaching. (4)

Each obstacle is like a puzzle to be unraveled,
requiring creativity and innovative strategies to
overcome imposed barriers. These challenges
reveal that the attempt to articulate practices
within the curriculum resembles a courageous
expedition, in which educators must navigate
unfamiliar terrains, exploring ways to integrate
abstract theory with practical application. (3)

The narrative revolves around the commitment
to follow the guidelines established by the MEC,
specifically in aligning the BNC-Formagao with
the BNCC. This is revealed as an effort to shape
mathematics teacher education in accordance
with current educational standards without
considering the specific needs of the region. (3)

Educators are like artisans of knowledge,
weaving discussions, debates, and reflections
into a tapestry rich in perspectives. This
dynamic interaction creates a fertile space for
creativity to flourish, where innovative ideas
are sown and cultivated. (8)

Mathematics teacher education is conceived as
a dynamic and constantly evolving process, in
which connections between different themes
and perspectives intertwine, creating a rich
and diverse fabric. In this process, reinvention
stands out as the guiding thread. Mathematics
teacher education is continuously updated to
respond to the demands of a changing society.

(5)

The work of the NDE can be compared to

conducting an orchestra, where different
instruments (representing specific areas,
educational guidelines, and labor market

demands) must be harmonized to create a
cohesive symphony. The challenge lies not
only in following the normative score but in
interpreting it creatively, adapting it to the
reality of the program. (5)

Reflections on diversity in mathematics
teacher education offer a crucial space to
examine and understand the multiple facets
that permeate the educational landscape. This
analysis is not limited to cultural diversity
alone, but extends to a broader
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and social
awareness

teacher education

understanding,

encompassing
in students’ learning styles. (9)

different

From the analysis process, forty-two (42) Units of Meaning (UMs) emerged,

which, grouped by similarities in terms of themes, were organized into initial categories,

coded with the letter C followed by a number (C.1, C.2,

..., C.9). For each initial

category, a partial argument was developed, representing the units that compose that

category. Again, through thematic approximation, four (4) intermediate categories

emerged, as outlined.

These structured the analytical metatext entitled: "Self-(trans)formations of the

teacher educator: a continuous process of learning to articulate knowledge” (42). The

argument of the final category, presented in Table 3, synthesizes what was expressed

throughout the UMs as a whole.

Table 3

Continuation of the categorization process.

intermediate cat. argument Final cat. Final cat.
argument
C.1.1. The focus is on the creation of Self- The dynamic and
meaningful bonds and the maintenance of (trans)formations continuous nature
constant dialogue during the process of of the teacher of teachers’
mathematics teacher education. Analogous educator: a professional
to the construction of bridges that connect continuous development,
two banks, dialogicity emerges as the process of especially those
foundation for an enriching interaction, learning to involved in the
permeating both the relationship between articulate education of future
theory and practice and the interactions knowledge teachers,
between teachers and students. converges with the
_ o _ idea of “self-
C.1.2. This theme highlights the inherent (trans)formations,”
complexity of articulating curricular as the teacher
practices, comparing it to navigating educator is
uncharted waters. Just as navigators face constantly
challenges when crossing unexplored seas, adapting,
educators, when integrating diverse transforming, and
curricular practices, confront obstacles that expanding their
must be overcome. own knowledge
and practices

C.1.3. Creativity is the driving force that
permeates reflections on professional
identity in mathematics teacher education.
The rich and diverse fabric that emerges
from these connections highlights the need

within the field of
teacher education.
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for an education that is in tune with the
evolving demands of society, making
creativity a crucial element for reflecting on
educators’ identities.

C.1.4. PPCs, compared to marked trails, are
conceived to guide the journey of future
teachers, offering pathways that promote
diversity in its various forms. In this
constructive process, each reflection is
compared to a fundamental piece of a
puzzle, contributing to the formation of a
more complete picture of inclusion and
social awareness.

We developed our research argumentation by highlighting an articulation of clues
perceived through our analytical lens, which constitute a panorama of understanding
in its broadest and most profound extent, illustrating our interpretation. According to
Moraes and Galiazzi (2016, p. 129), “it is at the edge of chaos that creativity and
originality are found. Itis in the turbulence of this space that the emergence of the new
and the creation of hypotheses and original arguments are made possible.” This
understanding is complemented by a metatext entitled “Self-(trans)formations of the

teacher educator: a continuous process through the fluidity of knowledge.”

Self-(trans)formations of the teacher educator: a continuous process of
articulating knowledge through the fluidity of knowledge

The NDE acts as a mediator between the guidelines established by educational
policies, the specific heeds of the program, the expertise of teacher educators, and the
demands of society, enabling alignment between institutional objectives and the
expectations of the academic community. In this sense, we understand that Freire’s
(1971) concept of dialogicity emerges as a fundamental element in the construction of
collaborative work spaces, especially within the context of the NDE, as it transcends
the mere exchange of words and encompasses the co-construction of meanings, in
which interaction among teachers becomes a vital source of learning and reflection.

By adopting this perspective, NDE members can challenge and responsibly
subvert the prescriptions of the CNE/CP resolutions. In this scenario, instead of
conceiving the teacher as a “semiprofessional subjugated to the intentions of curriculum
designers, a renewed vision emerges. The teacher is recognized as an agent who thinks
and acts intentionally, endowed with knowledge [...] and capable of [...] acting

according to the demands of their concrete situation” (Saraiva & Ponte, 2003, p. 26).
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This reflective approach not only strengthens teacher autonomy but also contributes to

the relevance of the educational process, as highlighted by PROF2:

I believe that the main contribution of the NDE in the construction of the PPC
concerns reflection on what is required by legislation. It is also about what
actually exists, let’s say, the regional demand, the specific demand of each
program, in our case, at UFGD, right? and what is required in relation to the
reality of Dourados and the cities that make up the so-called Greater Dourados
region. In this sense, the NDE contributes by asking: what is the profile of
teachers we want to educate? Because within the legislation there is no more
incisive guidance for teacher education, right? It outlines certain aspects, it sets
boundaries, it says, look, the teacher must meet more or less these requirements.
And then there is a refinement of these requirements, which is carried out
precisely by the NDE. And how does the NDE do this? It does so by observing the
legislation, by considering the evaluation of other faculty members who are part
of the program, but fundamentally by looking at the reality and the context in
which the program is situated. So, what are the most pressing needs we have in
our region? It is based on this that the NDE ends up guiding the development of
the program’s PPC (PROF2.P2).

Dialogicity offers fertile ground for IC, as indicated by Lopes and D’Ambrosio
(2015, p. 2), who state that “the premise of daring to create and to be bold in teaching
practice stems from the desire to promote learning in which students assign meaning
to mathematical knowledge.” In this context, teachers are encouraged to question,
reflect, and, when necessary, subvert practices that may be perceived as restrictive.
The capacity for dialogue provides a space where ideas can be discussed and traditional
approaches can be challenged, thereby promoting a more flexible pedagogy, as
highlighted by PROF5:

Well, not all members of the NDE are always able to read these guidelines from
the Ministry of Education, these educational directives. For example, if I am not
someone specialized in educational literature, it is more difficult for me to take a
document from the MEC and understand what is actually being put at stake. What
is being implied behind it? What is its purpose? What theoretical foundations is
the MEC relying on? Because the person has not studied it; it is a different kind
of literature, right? It is the same as if I were to take something from a field that
is not my area of expertise. So not all members have this ease, because they
were not trained in that field. The NDE must have at least one person who can
bring this reading to the group, along with these interpretations, right? A member
who is able to understand these documents, the educational guidelines, and then
bring these discussions and interpretations to collective reflection. Then,
adjustments are made to the pedagogical project so that the course does not fall
into non-compliance with national directives (PROF5.P2).

In this way, the creation of spaces for CI does not imply an irresponsible form of

rebellion, but rather an action grounded in dialogue and collective reflection, as Moraes
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and Galiazzi (2016, p. 126) emphasize, “creativity does not occur in a vacuum.” In this
perspective, collaboration becomes a powerful approach for the deconstruction and
reconstruction of creative pedagogical practices, as highlighted by PROF4, enabling NDE
members to act as responsible agents of change committed to transformative

education.

I would say that, perhaps, creativity is the key word. I believe the NDE is always
seeking creative ways, for better or for worse. Not that it is intentional; “the
worse” may sound like something negative, right? But I am referring to creative
solutions in the sense of trying to insert certain issues that would otherwise
remain distant from curricular reforms. And sometimes what happens is the
search for solutions that simply maintain what has always been done. For
example, the 2002 resolution, if I am not mistaken, stated the inclusion of
practice as a curricular component. What happened in some NDEs, I can speak
from a course where I worked at the time, without needing to name the program,
was that they placed “practice” within Calculus, Analysis, and Analytic Geometry
courses, and it was written on paper. Yet, in practice, this never actually
happened. At most, some professors understood practice as solving problem sets
or doing exercises. So it is a creative solution in the sense that the document
looks fine, but the actual change does not occur. On the other hand, in the more
recent 2019 resolution, it is proposed, for example, that specific mathematical
content should not be addressed in the first year of the program. Theoretically,
then, a Mathematics degree should not include mathematics courses in the first
year, that is, in the first two semesters. This is also problematic. In the
understanding of the most recent NDE in which I served as chair for a
considerable period, why is that? Students who choose a Mathematics degree
usually have some affinity with mathematics, and if they spend an entire year
without any contact with mathematics, we understand that they do not develop
an identity with the program. So, if before we had a 3+1 model, where
mathematics was concentrated at the beginning and pedagogical subjects
appeared only in the final year, what is now being proposed could be a 1+3
model. We move from 3+1 to 1+3, because there is no mathematics in the first
year, and it is then distributed across later years. I find this problematic. It is
necessary to find a way and a creative way was sought, to deal with this. For
instance, instead of having a course explicitly named “Foundations of
Mathematics 1” or “"Elementary Mathematics for Teaching,” which makes it very
clear that mathematical content will be addressed, one may change the naming
so that it is not so explicit, while still trying to maintain mathematics in the first
year, despite the resolution’s direction. So these are some strategies that the
NDE uses, shifting things in one direction or another, trying to navigate what is
prescribed. I think this happens in the NDE, it happens in the classroom, and it
happens in other curricular spaces. But more specifically in the NDE, this has
been one of the solutions: also modifying internships, rethinking workload
distribution. Our program does not allow hybrid (blended) workload. Surprisingly,
the current project allows it. However, I recently learned that a new UFGD
resolution prohibits blended activities in the program. This means that blended
activities will continue to happen,; they will just not be officially included in the
pedagogical project, which is contradictory, isn’t it? (PROF4.P5).
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The interviewee points to examples of creative solutions implemented by the
NDE, highlighting that CI is “legitimized when it centers on professional practices
grounded in ethical bases,” as stated by Lopes and D’Ambrosio (2015, p. 3). One such
example is the inclusion of “practice on paper,” a strategy that, although it gave a
formal appearance of implementation, was not effectively realized in practice. This
approach reveals the search for alternatives to meet normative demands, even if in a
symbolic way, underscoring the need for adaptation in the face of the complexities
imposed by the resolutions. The NDE, by opting for creative solutions within ethical
parameters, demonstrates a reflective and responsible stance in seeking strategies that
reconcile regulatory requirements with practical effectiveness.

An additional challenge is highlighted in relation to the 2019 resolution, which
recommends that specific content not be addressed in the first year of the Mathematics
program, establishing what PROF4 calls a "1+3 model.” This configuration contrasts
with the “former ‘3+1 model’, in which the first three years were dedicated to specific
disciplines, reserving the final year for internship” (Saviani, 2009). The interviewee
expresses concern regarding this new approach, describing it as problematic, since it
deprives students of initial contact with the core content of their chosen program.

The account emphasizes the importance of developing creative approaches to
preserve the identity of the program, even in the face of restrictions imposed by the
resolutions. In this context, it becomes essential to consider the possibility of adjusting
courses, re-evaluating workload distribution, and, in some cases, navigating
contradictions present in various regulations. The NDE therefore strives to confront
these contradictions and find responsible solutions within the established regulatory
boundaries. It is noteworthy that, regarding these restrictions, some contradictions still
persist, as emphasized by PROF1, highlighting the complexity of the process of adapting

to regulations while seeking to maintain the identity of the program.

The guidelines are developed by the Ministry of Education (MEC), so when
designing the PPCs it is important to follow these guidelines; otherwise, we would
be acting in a way that is formally, even legally, irregular, right? We would not
be complying with the legislation. Therefore, in the preparation of the PPC, it is
extremely important to look at the resolutions and national guidelines, right? So
that we can develop a Pedagogical Project that is in accordance with the
legislation. This is not always possible, right? Because, for example, I think that
in the Mathematics degree program, here at UFGD, we are not facing problems.
But there are some areas, for instance Physical Education or other programs that
have a dual entry (BI). The BI entry is when the program offers two degrees, or
the student graduates either as a licentiate or as a bachelor. Here at UFGD we
have some, let me see, I think Geography, for example, maybe, but there are
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more than one. These programs combine licentiate and bachelor tracks. In these
cases, we have resolutions specific to the licentiate and others specific to the
bachelor degree. And these dual-entry programs are designed so that the initial
years include common courses for both areas, because the student takes these
shared courses and later on chooses whether to pursue the licentiate or the
bachelor degree, and then in the final years the paths are separated. However,
the current resolution in force, which we must use to update the licentiate
programs, requires that many of the courses offered for the licentiate be placed
in the initial years. You can see the conflict that arises here, right? Because
students who may choose to pursue the bachelor degree end up being required
to take licentiate courses. So there is this problem (PROF1.P2).

In addition to the numerous existing issues, the BNC-Formacao adds an additional
layer of complexity, especially for BI-entry programs (Bachelor’s and Licentiate
degrees), in which the proposal is that the initial years include courses common to both
areas. The underlying idea of these programs is to allow students, by taking these
shared courses, to later decide whether they will pursue the licentiate or the bachelor’s
degree, reserving specialization for the final years. However, a considerable impasse
arises when this structure is confronted with the BNC-Formagao.

By not allowing the offering of specific mathematics courses in the first year, it
places these programs at a crossroads, generating contradictions between their design
and regulatory requirements. This tension, through normative constraints, creates an
additional challenge for teachers and the NDE in the elaboration of PPCs that comply
with established guidelines while also seeking to promote an academic formation
aligned with the expectations for students in these specific programs.

Another significant challenge faced by the NDE is related to the different
conceptions present within the faculty. In this sense, Ponte and Saraiva (2006, p. 27)
emphasize that it is “necessary for the teacher to be willing to take the risks inherent
in educational innovations and to face the uncertainty of new approaches.” However, it

is relevant to note that these conceptions tend to dissipate, as highlighted by PROF2:

[...] I may even be somewhat careless in what I am about to say. But the greatest
challenge and the biggest problem, the main obstacle that the NDE encounters is
precisely with the faculty. Because we, professors as a Whole, not only at the
university but everywhere, are constituted over time throughout our professional
careers. And this ends up causing, in some moments, the crystallization of certain
conceptions of concepts, and a lack of openness to change. So the main
resistance to change and innovation in programs comes precisely from the
professors of the program, because they make that comparison: “ah, but in my
time it was like this.” And they forget the fact that in their time the world was
different [...]. Therefore, resistance among professors is very strong, because
some curricular components, which we used to call disciplines, sometimes need
to change their essence, their structure, and sometimes even cease to be part of
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the program curriculum. At this point, you encounter enormous resistance from
professors, and what I call it is a kind of nostalgia or insecurity, right? So one of
the biggest obstacles is this. I could think: “ah, but it is a matter of
infrastructure.” No, we do not have infrastructure problems, we do not have
legislative problems. So, in fact, the two major problems we have are resistance
to change. First, coming from the professors of the program themselves, and on
the other hand, surprisingly, also from those who receive the graduates, namely
the public education system. It is also very resistant to any kind of change
(PROF2.P3).

The interviewee emphasizes that each faculty member brings their own

experiences, perspectives, and approaches shaped throughout their professional

careers, which can result in diverse viewpoints on the process of mathematics teacher

education (Leao, 2021). Thus, when "“looking at the line of history, in the past we

practically lived like this, each one in their own ghetto. And we only got together when

it was mandatory, to talk” (PROF2.P6). These conceptions, often crystallized over time,

can create divergences and challenges in building consensus and defining strategies

that meet the specific needs of the program, as observed by the interviewee,

22

[...] there still prevails that view in which each one "“takes care of their own little
square and then we put the squares together to see what comes out.” And why
do I say that this still prevails? Because we still have this everyday practice. And
since I have been in the NDE since its foundation, I was one of its first chairs,
then I left, and now I have returned, what I have noticed is that, for the first
time, we are able to sit with other colleagues, especially those new professors
who have joined the university, to talk and exchange ideas. And, within what is
possible, we manage to make some advances that resulted in this PPC. However,
these conversations are carried out with representatives of each subarea, not
with the subareas as a whole. And my concern is always this: when you are
dealing with the entirety of a given subarea, how will colleagues actually
understand what is written? Because there is also this question of subversiveness.
A teacher can be subversive, this happens in any space, as D’Ambrosio discusses.
Once the teacher enters the classroom and closes the door, what happens there?
Only the students are witnesses, because there is no way of knowing whether
those ideas are actually being implemented. So, when we used to build PPCs in
the old way, we had serious problems, including people in coordination at the
time wanting to reduce, for example, the workload of internships. Normally, the
coordinator is also the chair of the NDE, although this is not necessarily how it
should be, but that is another story about how the NDE emerged in universities.
So what happens with these subareas in the construction of the PPC is that they
end up each staying in their own “square,” and then we put everything together
and move forward [...]. There is no way to impose it, even if from the perspective
of education and teacher training one can see that certain changes should be
made. But, as I said, it is no use making changes on paper if in practice the
teacher does not implement them. So I see it this way: we have advanced, but it
is still very fragmented (PROF2.P6).
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The need to “overcome the fragmented and traditional view, in which each area
operates in isolation,” has been a constant challenge, as highlighted by some authors
(Corona & Casteluber, 2019). This perspective of “each one takes care of their own
square” represents a technicist approach that, although it has evolved to some extent,
still persists. The interviewee emphasizes the importance of collaborative actions and
dialogue among teachers as essential means to break with this fragmented tradition.

As Freire (1971) emphasizes, collaboration is a fundamental element in dialogical
interaction among subjects, regardless of their different roles and responsibilities. The
foundation of this collaboration lies in dialogue, which is intrinsically linked to
communication within the theory of dialogical action. Dialogue, in its essence, seeks to
avoid impositions, manipulation, domestication, or simplifications into slogans, without,
however, leading to inertia, since dialogism maintains a clear awareness of its
objectives and commitments.

The lived experience of the interviewee, who has followed the development of the
NDE since its foundation, reveals that, historically, conversations and exchanges of
ideas were limited to representatives of each subarea, resulting in a partial perspective
in the construction of PPCs. This scenario highlights the urgency of implementing
broader and more inclusive collaborative practices to ensure a holistic and
comprehensive view in curriculum formulation.

The recent inclusion of “new” professors in these discussions represents a
significant advancement in the dynamics of the process, contributing to the
construction of a more integrated set of pedagogical practices. Despite these advances,
challenges persist, especially regarding the full integration of the different subareas,
revealing the complexity of this task. PROF2 expresses a fundamental concern related
to the understanding and effective implementation of proposals by faculty members,
highlighting the difficulty in ensuring that the innovative ideas discussed in the PPC are
actually translated into teaching practice, particularly as some difficulties remain in the

subareas of Pure and Applied Mathematics, as noted by PROF7:

[...] the biggest problem we have is precisely this issue of updating mathematics;
it needs to come loaded with prerequisites. So, for example, we wanted to
introduce a Financial Mathematics course, and for that you need suitable teaching
materials. So it is difficult to find updated materials that reflect what is happening
now, and that provide a solid foundation for teachers. Because we come from a
previous training background in which many things were not included, Financial
Mathematics in the way we are proposing it now is something different. We used
to have a very archaic form of Financial Mathematics, which is not what the MEC
proposes today or what we would like to develop. We wanted to develop
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Computational Mathematics, something more oriented toward data, but all of this
requires a bibliography that supports it, and since everything is still very new, it
is difficult to base it on strong bibliographic references. So innovation is somewhat
constrained in mathematics because of this delay in the production of literature
(PROF7.P3).

The issue presented regarding the difficulty of updating mathematics teacher
education curricula echoes the dilemma of subversiveness discussed by Lopes and
D’Ambrosio (2015). This dilemma highlights the complexity involved in implementing
innovative proposals, such as the introduction of courses like Financial Mathematics
and Computational Mathematics, due to the lack of updated teaching materials and

robust bibliographic references.

Although there is a desire to modernize teacher education in order to meet
contemporary demands, the scarcity of resources and the slow pace of academic
production represent obstacles that compromise the implementation of such innovative
proposals. In this context, the current challenge goes beyond overcoming
fragmentation, aiming instead to foster genuine integration and to transform the

structure of the PPC into concrete actions in classroom practice.

This effort aligns with transversal themes such as human rights, inclusion, and
diversity, which require not only theoretical discussions but, above all, transformative

practices within the educational environment:

To address the theme of human rights, a course entitled Human Rights
Education was created in 2017. Educational Policies, in addition to being studied
as one of the themes of Supervised Internship I, is also treated as the central
topic of the course Educational Policy and Management. In the course Curriculum
and Culture in Mathematics Education, besides discussing curriculum itself, the
main themes include cultural studies, identity and difference, Indigenous, African,
and Afro-Brazilian history and culture. Furthermore, these themes are also
addressed in some elective courses, such as Society, Environment and
Sustainability and Interculturality and Ethnic-Racial Relations (PROF3.P4).

The articulation of themes related to human rights within teacher education
curricula, as highlighted by PROF3, represents a significant step toward a more inclusive
and socially conscious education. The effort to create specific courses, such as Human
Rights Education, as well as the transversal approach adopted in courses
like Educational Policy and Management and Supervised Internship I, signals an

intention to incorporate social and cultural issues into Mathematics programs.

In this way, the development of courses addressing themes related to human

rights and cultural issues, distributed across different stages of the program, reflects a
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growing understanding of the importance of a more reflective teacher education (Pérez,
2012). This effort aligns with the need to build a more problematizing Mathematics
Education, which, according to Freire (1971), is genuinely reflective, involving a
continuous process of unveiling reality, that is, one that takes into account the

multiplicity of perspectives and experiences present in society.

As highlighted by Candau and Sacavino (2013, p. 59), “human rights, whether
affirmed or denied, exalted or violated, are part of our personal and collective lives.
Moreover, a strong and persistent discourse firmly defends the importance of Human

Rights if we are to build true democracies.”

In this context, there is an urgent need for greater boldness on the part of the
NDE in the inclusion of these themes, especially considering the diversity present in the
region, such as Indigenous communities and immigrant populations. The concern lies
in the fact that the program still remains limited to what is strictly mandatory, even in

light of legal guidelines, without being able to move beyond these requirements.

However, this analysis goes beyond mere legal compliance, emphasizing the
importance of the actions taken by the professors who actually teach the courses. This
perspective highlights that the challenge is not restricted to the creation of documents
aligned with the guidelines, but rather to the need to ensure a sensitive and meaningful

approach to these issues within classroom practices.

Look. Wow, I got goosebumps! My favorite question. Wow, yes, it has a
fundamental role, because the NDE can ignore these guidelines, as has already
happened. These guidelines are based on law, right? The 2008 law. Well, it has
recently been reformulated, right? In this sense, it provides support. So, having
this law is not even an argument anymore,; it comes as something we simply have
to do. But, of course, it can be done in a negligent way, as happened with teaching
practice before. Or it can be carried out more effectively. Even so, this will depend
on the professor responsible for the course. However, when you look at the course
syllabus, there are certain issues that necessarily need to be addressed and
discussed, and these are very controversial matters that future teachers need to
be prepared for. So, for us, this is very important. And now, with the creation of
an internship in addition to the Science and Culture course, which I think is where
we gained the greatest space, there is also an internship dedicated specifically to
these issues. Then an articulation takes place, right? And from there comes some
theoretical reflection on teaching practices aimed at promoting inclusion, valuing
diversity, and dealing with problems such as violence and bullying generated by
prejudiced attitudes. Especially in these times, right? With all these discourses...
There is a History professor who talks about this. And look how interesting: this
course, and these regulations, allow us to adopt a more transdisciplinary
approach. So I had to establish partnerships; I found a History professor to help,
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and he says that this work involves deconstructing fallacious discourses,

discourses that are not true [...] (PROF6.P4).

Finally, PROF6 highlights the importance of legal guidelines, such as the 2008
law, in promoting inclusion and diversity within the curriculum. The creation of a specific
internship aimed at addressing these issues is emphasized, allowing for a more
transdisciplinary approach. However, the need for continuous awareness on the part of
professors is also recognized, ensuring that the treatment of diversity goes beyond the
curricular sphere and is effectively implemented in teaching practice, as emphasized by
Candau and Sacavino (2013, p. 61): it “is not reduced to a few curriculum themes, but
constitutes a matter of the philosophy and culture of the school. Human Rights

Education is oriented toward social change.”

Thus, the interconnection of these perspectives highlights the complexity of
maintaining an ongoing commitment to the promotion of diversity and inclusion in
teacher education programs. The constant awareness of educators not only seeks to
internalize inclusive principles, but also guides the transformation of educational
practices aimed at “breaking the ‘culture of silence,’ invisibility, and impunity” (Candau
& Sacavino, 2013, p. 62), moving closer to the values of diversity and to the goals of
an education oriented toward social transformation. This continuous commitment is
fundamental to ensuring that teacher education remains aligned with the principles of

equity and the promotion of diversity in its broadest sense.

As evidenced, this ongoing commitment illustrates that the role of the NDE goes
beyond the mere elaboration of normative documents, encompassing a constant search
for creative strategies and practices that effectively foster these values in teacher
education programs. The adaptation of these official guidelines to the specific language
and approach of the group is an essential process, fundamental for the coherent

integration of these directives into the pedagogical project under discussion.

However, it is important to emphasize that this task may present challenges,
since not all members of the NDE possess the same familiarity or ability in reading and
interpreting educational documents. Such disparity may result in an unequal
distribution of responsibilities regarding this process of translation and interpretation.

This dynamic underscores the intrinsic importance of collaboration and the presence of
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diverse expertise, both of which are essential for the effective fulfillment of the NDE's

role in the construction and updating of PPCs, as pointed out by PROF6:

There is work involved in simplifying and searching within the lines of the
regulations for possible alternatives. But there are limits, right? Sometimes we
want certain things, but we run into other constraints. For me, this latest guideline
has a problem that I even discussed with colleagues from several universities. I
find this sense of unity interesting, right? Because it is not just one institution
creating a single curriculum. The guidelines apply to all universities, right? So I
started asking colleagues how they were dealing with the issue, how they were
interpreting the internship requirements. So there has been a setback in this
regard. I think it really comes down to sharing within a collective, within a society,
within a Community, a community of mathematics educators [...]. Therefore, it
is about seeking knowledge and building a collective space for exchanging
knowledge, gathering arguments that can help minimize the problems we
identified in the guidelines. Because some things that seem very positive to us
are not necessarily good for the students. For example, the 2015 guidelines
seemed wonderful. Yes, but they also increased the workload. So I noticed that
students no longer had time for anything else; they became extremely
overloaded, and now there is also the extension workload. So it is something very
interesting, but who are the students in teacher education programs? They are
working students, and then the proposal moves away from their actual reality.
So this becomes another challenge to deal with, always collectively and grounded
in knowledge. And regarding this training, I do not really like the term “training,”
but that is how the university refers to it when we pursue doctoral studies. Now
that I am doing a postdoctoral program, it is very important, right? You come
back better prepared. It is knowledge that provides this power of creation to deal
with these problems (PROF6.P5).

This perspective highlights the importance of a proactive role on the part of the
NDE, not only in the theoretical conception of PPCs, but also in the practical
implementation of pedagogical approaches that promote inclusion and diversity as
fundamental pillars of teacher education. Therefore, emphasis is placed on the

continuous need for ongoing professional development and knowledge sharing through

a collective approach.

Santos (2019, p. 96) understands that “shared work allows for the resolution of
situations that cannot be solved through individual efforts and requires group members
to challenge their own beliefs, setting aside norms in an attempt to construct a creative
act.” This collective strategy is considered essential for confronting the complexities
inherent in the educational process, enabling adaptation and the overcoming of
regulatory barriers through collaboration and the exchange of ideas among members

of the academic community.
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This dynamic of educators’ professional development, particularly those
dedicated to the education of future teachers, aligns intrinsically with the concept of
“self-(trans)formation.” This perspective recognizes that teacher educators are
immersed in a continuous process of adaptation, transformation, and expansion of their
own knowledge and practices within the field of teacher education (Andrade & Henz,
2018). This fluid nature reflects a constant search for improvement, demonstrating the
teacher educator’'s commitment to remaining updated and attuned to the ever-evolving

demands of the educational field.

Among the various discourses presented in the interviewees’ statements, we
chose to problematize especially those that differed most significantly from one
another. This choice was motivated by the relevance of exploring the divergences and
contrasts among the participants’ perspectives, aiming to achieve a broader
understanding of the complexities inherent in the subject under study. By highlighting
the statements that presented greater distinctions and contrasts, we sought to avoid a
repetitive analysis, thereby allowing for a more diversified understanding of the

participants’ different views and experiences.

Between problematization and subversiveness in collaborative actions

The construction of meaningful bonds and the promotion of continuous dialogue,
grounded in Freire’s dialogicity (1971, 1983, 2011), constitute the essential foundation
for an enriching interaction within the process of mathematics teacher education.
Similar to the building of bridges that connect two shores, dialogicity permeates both
the relationship between theory and practice and the interactions between educators
and students, emphasizing the integration of different areas of knowledge. This context
highlights the importance of creating an environment conducive to the exchange of
ideas, constructive debates, and ongoing reflections, thereby consolidating a solid path

for the construction of pedagogical knowledge.

In navigating unknown waters, compared to the inherent complexity involved in
articulating curricular practices educators face challenges when integrating diverse
approaches. Just as navigators overcome obstacles while crossing unexplored seas,

educators, when integrating diverse curricular practices, confront challenges that must
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be overcome. Understanding teacher education as an exploratory journey underscores
the need for navigational skills, promoting a strategic approach to overcoming barriers

and exploring unknown educational territories.

According to Lopes and D’Ambrosio (2015, p. 4), “a flexible educator’s stance
toward criticism and a learner's stance toward rethinking are desirable.” In this
scenario, creativity emerges as a driving force in reflecting upon professional identity
within mathematics teacher education. This perspective implies a dynamic intersection
among different aspects of teacher education, in which constant adaptation and
reinvention are fundamental, highlighting that “thinking about context and complexity
in Education is essential, particularly with regard to the professionalization of

mathematics educators” (Lopes & D’Ambrosio, 2015, p. 6).

The diversity and richness resulting from these connections emphasize the need
for an education aligned with the evolving demands of society, making creativity a
crucial element for a profound and innovative reflection on educators’ identities. This
occurs because “throughout the teaching career, teachers and researchers are often
confronted with a school or university structure immersed in deep bureaucratic and
technocratic control, limiting and conditioning educational and investigative action”

(Lopes & D’Ambrosio, 2015, p. 6).

The paths outlined emphasize the importance of transcending barriers in teacher
education, assuming the role of bridges that connect different contexts and realities.
Each component of the PPC is likened to a seed being planted, cultivating an educational
environment that flourishes through respect for diversity. Each reflection contributes to
the formation of a more complete picture of inclusion and social awareness. Within this
constructive process, the concepts of problem-posing education, dialogicity,
responsible subversion, CI, and collaborative work intertwine, outlining a reflective

narrative in mathematics teacher education.

Contributions or limitations? perspectives on teaching practice

We understand it is essential to clarify that, within the scope of this research, our
proposal aims to comprehend certain patterns that permeate the field of teacher

education. As Moraes and Galiazzi (2016, p. 188) state, “thought is not a thing, but a
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movement. Truth is not still, waiting to be found; all truth is truth in motion, and it is
up to us only to move along with it.” In this context, Textual Discourse Analysis (TDA)
intertwines with Creative Insubordination (CI) and collaborative processes, constituting
a dynamic way of thinking constructed by the teacher, highlighting freedom in creation

and expression.

This approach, grounded in freedom and creativity, does not adhere to something
static, allowing educators to detach themselves from secure anchors in order to
navigate unexplored territories. As they advance in this process, numerous possible
paths emerge, reinforcing the singular and open nature of these perspectives, aligned
with the idea of navigating uncertainty and insecurity to collaboratively create paths

and routes.

The analysis of interviews, as part of the empirical material, emphasizes the
importance of problematizing both teachers’ trajectories and conceptions of teaching.
The development of actions grounded in the idea of collaborative spaces that foster

Creative Insubordination is central in this context.

During the interviews conducted, participants raised essential points that deserve
to be revisited. One such aspect concerns the implementation of the PPC that was
developed. Despite all the collective debate and collaboration involved in its design, it
is important to consider that its implementation in the classroom may vary significantly
depending on the educator’s interpretation. As highlighted by PROF2.P6, such
implementation may end up merely maintaining existing practices, without effective

changes or improvements in the teacher education process.

The evidence obtained through this immersion in the interviews indicates that the
trajectory of mathematics teachers involves the increasing complexity of knowledge
related to educators’ experiences, as well as the influence of normative frameworks.
The continuous process of problematizing the educator’s identity, teaching aspects, and
the configuration of these processes becomes a foundation of this development,

revealing the importance of problematizing teachers’ trajectories.

In this sense, CI actions stood out as subversive strategies adopted by members

of the NDE. By creating collaborative spaces that foster critical reflection and the
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reinvention of educational practices, educators sought to mitigate the impositions of
CNE/CP resolutions and promote a more creative approach to teacher education.
Furthermore, by encouraging experimentation and innovation in pedagogical practices,
stimulating critical reflection on educational policies, and fostering interdisciplinarity,
educators aim not only to adapt to external demands but also to actively redefine their

role as agents of change in the teacher education process.
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