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Abstract 

This research, recognizing the crucial role of the academic community, aims to 

understand modes of teaching in the records of collective portfolios produced in the 

PIBID/Mathematics subproject of a Higher Education Institution (HEI). The study is 

based on the guiding phenomenological question: "What is shown in the records of the 

portfolios of the PIBID/Mathematics subproject of a Higher Education Institution?" The 

corpus of analysis consists of nine portfolios produced between 2009 and 2018, from 
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which syntheses of each writing were elaborated. This work presents an understanding 

of the category "Discourses on becoming a mathematics teacher". In light of Discursive 

Textual Analysis (DTA), from the articulation between phenomenological and 

hermeneutic movements, the following discourses emerged: "Learning Mathematics is 

difficult"; "A different kind of Mathematics class is needed"; "It is necessary to promote 

university-school integration"; "I hope to learn in PIBID"; “PIBID is the place to become 

a teacher” and “Being a Mathematics teacher is difficult.” The study concludes that 

problematizing these discourses is essential for fostering educational transformation by 

bridging academic and pedagogical knowledge. 

Keywords: Discourse, Mathematics, Portfolio. Teacher training, PIBID. 

Resumen 

Esta investigación, reconociendo el papel crucial de la comunidad académica, tiene 

como objetivo comprender las formas de expresar la enseñanza en los registros de 

portafolios colectivos producidos en el subproyecto PIBID/Matemáticas de una 

Instituición de Ensino Superior. La investigación se desarrolló con la pregunta 

fenomenológica rectora: “¿Qué muestra esto en los registros del portafolio del 

subproyecto PIBID/Matemáticas de una Institución de Ensino Superior?” El corpus de 

análisis fue investigado en nueve portafolios producidos entre 2009 y 2018. A partir de 

estos registros se elaboraron síntesis de cada escrito. Este trabajo presenta una 

comprensión de la categoría “Discursos sobre convertirse en profesor de Matemáticas”. 

A la luz del Análisis Textual Discursivo, de la articulación entre los movimientos 

fenomenológico y hermenéutico surgieron los siguientes discursos: “Aprender 

Matemáticas es difícil”; “Se necesita una clase de Matemáticas diferente”; “Es necesario 

promover la integración universidad-escuela”; “Espero aprender en PIBID”; “PIBID es 

el lugar para convertirse en docente” y “Ser docente de Matemáticas es difícil”. En este 

sentido, el involucramiento de la comunidad académica en esta investigación es 

fundamental para problematizar estos discursos, ya que potencia la transformación de 

la enseñanza de las matemáticas al articular el conocimiento académico y el 

conocimiento escolar. 

Palabras-clave: Discurso, Matemáticas, Portafolios, Formación docente, PIBID. 

Résumé 

Cette recherche, reconnaissant le rôle crucial de la communauté académique, vise à 

comprendre les manières d'exprimer l'enseignement dans les dossiers de portfolios 
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collectifs produits dans le sous-projet PIBID/Mathématiques d'un Établissement 

d'Enseignement Supérieur. La recherche a été développée avec la question 

phénoménologique directrice : “Qu’est-ce que cela montre dans les dossiers du portfolio 

du sous-projet PIBID/Mathématiques d’un Établissement d’Enseignement Supérieur?” 

Le corpus d’analyse a été étudié dans neuf portfolios réalisés entre 2009 et 2018. À 

partir de ces dossiers, des synthèses de chaque écrit ont été préparées. Ce travail 

présente une compréhension de la catégorie “Discours pour devenir professeur de 

mathématiques”. À la lumière de l'Analyse Textuelle Discursive, de l'articulation entre 

les mouvements phénoménologiques et herméneutiques, les discours suivants ont 

émergé: “L'apprentissage des mathématiques est difficile”; “Un cours de 

mathématiques différent est nécessaire”; “Il est nécessaire de promouvoir l’intégration 

université-école”; “J'espère apprendre au PIBID”; “PIBID est l'endroit idéal pour 

devenir enseignant” et “être professeur de mathématiques est difficile”. En ce sens, 

l’implication de la communauté académique dans cette recherche est fondamentale 

pour problématiser ces discours, car elle renforce la transformation de l’enseignement 

des mathématiques en articulant savoir académique et savoir scolaire. 

Mots-clés : Discours, Mathématiques, Portfolio, Formation des enseignants, 

PIBID. 

Resumo 

Esta pesquisa, reconhecendo o papel crucial da comunidade acadêmica, tem como 

objetivo compreender modos de expressão da docência nos registros de portfólios 

coletivos produzidos no subprojeto PIBID/Matemática de uma Instituição de Ensino 

Superior (IES). O estudo fundamenta-se na questão fenomenológica norteadora: “O 

que se mostra nos registros dos portfólios do subprojeto PIBID/Matemática de uma 

Instituição de Ensino Superior?” O corpus de análise constitui-se de nove portfólios 

produzidos entre 2009 e 2018, a partir dos quais foram elaboradas sínteses de cada 

escrita. Este trabalho apresenta uma compreensão da categoria “Discursos sobre 

tornar-se professor de Matemática”. À luz da Análise Textual Discursiva (ATD), a partir 

da articulação entre os movimentos fenomenológico e hermenêutico, emergiram os 

seguintes discursos: “Aprender Matemática é difícil”; “É preciso uma aula diferente de 

Matemática”; “É preciso promover a integração universidade-escola”; “Espero aprender 

no PIBID”; “PIBID é o lugar para se tornar professor” e “Ser professor de Matemática 

é difícil”. Conclui-se que problematizar esses discursos é fundamental para potencializar 

a transformação do ensino ao articular o conhecimento acadêmico e escolar. 
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Palavras-chave: Discurso, Matemática, Portfólio. Formação de professores, 

PIBID.  
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Discourses on becoming a teacher in PIBID/mathematics: between 

transformation and regulation of modes of expression in collective portfolios 

Introduction 

The Institutional Teacher Initiation Scholarship Program (PIBID) of a Higher 

Education Institution (HEI), approved in all calls for proposals from the Coordination 

for the Improvement of Higher Education Personnel (CAPES) from 2009 to 2017, used 

the collective portfolio as an artifact for recording the activities developed by the 

supervising professor and the undergraduate students. In calls for proposals, no. 

01/2007/MEC/CAPES/FNDE (Ministry of Education, 2007), no. 01/2011/CAPES 

(Ministry of Education, 2011) and no. 61/2013/CAPES (Ministry of Education, 2013), 

the Mathematics subproject was composed of, respectively, the area coordinator and 

groups of 13 undergraduate students and three supervisors; 20 undergraduate 

students and four supervisors; and 12 undergraduate students and two supervisors 

(Antiqueira et al., 2023). 

The subproject sought initial and ongoing training articulated with the school 

environment, through actions permeated by research, dialogue, and collective work. 

Supervising teachers, undergraduate students, and the coordinator met in weekly 

discussion groups at the higher education institution to conduct readings, research, 

studies of strategies for teaching mathematics, planning, and textual production. 

Furthermore, the planning of activities occurred according to the demands of basic 

education students, involving the construction of concrete and virtual material related 

to school content, which culminated in the elaboration and development of workshops 

(Antiqueira, 2018). 

These workshops were conducted by undergraduate students in schools, 

accompanied by supervisors. For each workshop, scripts containing a description of the 

activities and the reflective writing of each participant were prepared. The Moodle 

platform was used to record the actions, which also served as a space for 

communication among participants (Antiqueira et al., 2023). 

The construction of the collective portfolio stands out as a writing artifact that 

was also contemplated by the Mathematics subproject. Weekly, undergraduate 

students and supervising teachers alternated in the writing task. The records consisted 

of narratives about learning, anxieties, impressions of the activities, and other relevant 

situations. There was also the preparation of annual reports and the production of 

scientific papers to publicize the training process. Another institutional action supported 
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by the Mathematics subproject was the production of classroom stories about 

experiences related to teaching, school, and other aspects, resulting in six Story Albums 

organized from some selected texts (Antiqueira et al., 2023). 

Based on the above, a survey was conducted on the portfolios produced in the 

Mathematics subproject from 2009 to 2018, seeking to answer a phenomenological 

question: "What is shown in the records of the portfolios of the PIBID/Mathematics 

subproject of a HEI?" Through Discursive Textual Analysis (DTA) (Moraes & Galiazzi, 

2016), three final categories emerged: Collective writing in the training of mathematics 

teachers; University-School Interaction; and Discourses on becoming a mathematics 

teacher. 

This article presents the analysis of the category called "Discourses on becoming 

a mathematics teacher", whose objective was to understand ways of expressing 

teaching in the records of collective portfolios. In addition to this introduction, the 

methodology is described, followed by results evidenced through a metatext. 

Methodology 

This research is based on qualitative assumptions (Bicudo, 2011; Moraes & 

Galiazzi, 2016). The collective portfolios of the Mathematics subproject of PIBID/IES 

were investigated. Each entry in the portfolio refers to a piece of writing done by a 

student teacher or supervising professor. Between 2009 and 2018, 15 portfolios were 

produced; however, due to the amount of material, only nine were analyzed—one from 

each participating school. For institutions with more than one portfolio, the one with 

entries produced over the longest period was selected. 

The names of the institutions have been replaced with capital letters to preserve 

the identity of the schools (School A, School B, and so on). Therefore, the schools and 

their respective portfolio registration periods are described as follows: School A (April 

2009 to November 2010); School B (October 2008 to December 2010); School C 

(August 2011 to June 2012); School D (March 2010 to December 2010); School E 

(2011 to 2012); School F (May 2014 to November 2015); School G (April 2015 to 

November 2015); School H (August 2016 to November 2017); and School I (August 

2016 to December 2017). 

The analysis was conducted using the ATD (Analysis of Discourse Analysis) 

methodology of Moraes and Galiazzi (2011; 2016). This analysis process occurs in 
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stages, beginning with reading the entire corpus, followed by unitization. From each 

record, a synthesis constituting a unit of meaning was developed, resulting in a total of 

524 units. In the original material, these were identified using a coding system. For 

example, in the code “Unit of meaning D04-05”, “D” indicates the school, “04” the initial 

page, and “05” the final page of the record. In the case of single-page records, the 

school letter was used, followed by the page number. 

Following the analysis, the units of meaning were approximated by similarity, 

leading to the initial, intermediate, and final categories. Three final categories emerged: 

Collective writing in the training of mathematics teachers; University-School 

Interaction; and Discourses on becoming a Mathematics teacher (the focus of this text). 

The third stage of the analysis corresponds to the discussion of the categories. 

In this research, the analysis of the category "Discourses on becoming a mathematics 

teacher" will be presented. This stage consisted of two movements, according to 

Antiqueira et al. (2023): the phenomenological and hermeneutic movements, 

articulated in the final metatext of the analysis. 

The phenomenological approach consists of describing the syntheses of the 

records. This description is carried out using categories constructed throughout the 

analysis, presenting them through empirical information or arguments drawn from the 

textual material (Moraes & Galiazzi, 2011). The validation of the descriptions is done 

through citations from the analyzed material. When the researcher delves deeper into 

describing and interpreting the phenomenon, it becomes possible to understand it in 

its complexity. 

However, although the description depends on the subject who performs it, it is 

fundamental that the phenomenon reveals itself to them. In this regard, Bicudo (2011, 

p. 19) emphasizes that “description is basic in Phenomenology; once expressed and 

communicated, what is perceived no longer belongs to the subject, but is presented 

(given) to the community, thus requiring procedures of analysis and interpretation.” 

Galiazzi and Sousa (2021; 2022), supported by Gadamer (2000), call the 

phenomenological analytical procedure the “descending movement of analysis.” In 

addition to describing a phenomenon, it is necessary to interpret it. 
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In the hermeneutic movement, the researcher expands the meanings of words, 

seeking to understand concepts (Gadamer, 2000). For Sousa and Galiazzi (2017, p. 

54), “the hermeneutic task in ATD is to go beyond what is already known about the 

phenomenon, to learn about it, expanding the interpretative horizon through theoretical 

emergences, that is, in the disposition of new dialogical elaborations.” 

Rodhen (2012) describes five moments for the hermeneutic movement: name or 

word; definition; image or example; intelligence or true opinion; and the object, the 

thing itself. The first four provide conditions to achieve knowledge of the fifth. “The 

attainment of this last one will only occur if those are apprehended as a whole and 

articulated with each other in a joint and growing perspective of understanding the 

thing [itself]” (Rodhen, 2012, p. 119). 

Next, the phenomenological and hermeneutic movements are presented in an 

articulated manner. To this end, a description and dialogue were made with theorists 

who confirm or problematize the discourses that emerged in the collective portfolios. 

The units of meaning, when mentioned in the text, are presented in italics. 

Phenomenological-hermeneutic movement: discourses on becoming a 

mathematics teacher 

Given the fundamental role that writing plays in learning, the production of 

collective portfolios in the institutional project was based on Olson (1994; 1998), 

Maturana & Varela (1995), Marques (1997), and Wells (1999), authors discussed by 

Galiazzi (2003) with arguments about educating through research in teacher training. 

Regarding the different meanings attributed to discourse, we rely on Houaiss, Villar, 

and Franco (2009, p. 693), for whom discourse "is a set of significant statements that 

express the way of acting and thinking and/or the circumstances identified with a 

certain subject." Below are some units of meaning that highlight discourses about 

teaching, one of which is the perception that learning mathematics is difficult. 

Learning math is difficult 

One of the emerging discourses refers to the difficulties students face in learning 

mathematics, a feeling intertwined with satisfaction or frustration regarding student 

engagement in the proposed activities: 

The student teacher describes the activities on the formula for the square of the 
sum of two terms, based on Geometry and the sum of like terms. She assesses 
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that the students were very participative. She realized that the students' difficulty 
relates to previous content, which was revisited to continue with the series' 

content. She wonders what to do about these knowledge gaps (Unit of meaning 

C34). 

The student teacher notes that she was unable to participate in PIBID the 
previous year and that she was very pleased when she was selected. Upon 

arriving at the school, she realized that the students did not expect a 
differentiated activity. However, she emphasizes that the students participated 

actively and the activity had a very positive impact (Unit of meaning H30). 

The teacher reflects on some of the problems of teaching Mathematics to children 

who have difficulty abstracting (Unit of meaning G26). 

 

The units of meaning highlight the discourse that learning Mathematics is difficult. 

What is perceived is the teachers' concern in the face of students' difficulties, in contrast 

to the gratification when there is engagement. Such discourse from undergraduate 

students and the supervising teacher is recurrent in research in the area of Mathematics 

Education. Lima et al. (2023) describe the difficulties in teaching mathematics in 

vocational education based on interviews with teachers who report that students arrive 

with great difficulty in basic content. 

Resende and Mesquita (2013) point out that the difficulty in learning mathematics 

stems mainly from the gap between the language of students and Mathematical 

language, which hinders the interpretation of mathematical texts, based on research 

with teachers and students in Basic Education. The teachers investigated by the authors 

argue that, to overcome such barriers, they would need more robust continuing 

education through courses, seminars, and congresses, which would be productive for 

updating their knowledge and efficiency in teaching work. 

Along the same lines, when seeking the causes of these difficulties, Pacheco and 

Andreis (2018, p. 105) identify factors such as the training of teachers in the early 

years, family influence, and the methodologies adopted by mathematics teachers. 

Furthermore, they emphasize that "field research has shown that the difficulties may 

also be related to a lack of understanding and interpretation, superficial learning, and 

concentration problems." 

In a problematizing sense of this recurring discourse between students and 

teachers, Silveira (2011), a researcher in Mathematics Education, argues: 
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The discourse delivered by these voices represents echoes of meaning from the 
pre-constructed discourse based on facts that have marked the history of 

Mathematics. The echoes of these different voices interfere in the teaching and 
learning process of Mathematics, as both teacher and student become affiliated 

with the pre-constructed discourse, becoming its spokespeople. The interference 
of this affiliation undermines the process because it affects feelings towards 

Mathematics, since, for the teacher, teaching a subject considered difficult 
confers professional status, and for the student, studying a difficult subject 

causes aversion (Silveira, 2011, p. 762). 

 

The perception of Mathematics as a difficult subject inevitably leads to another 

discourse: if learning is arduous, current teaching approaches may be ineffective, 

signaling the urgency of methodological changes, as will be seen below. 

We need a different kind of mathematics class 

If Mathematics is perceived as difficult, the records in the portfolios suggest the 

urgent need for change in teaching methods. By reporting the results achieved with 

basic education students through new approaches, the participants express their 

satisfaction. 

The student teacher mentions that she hopes it will be possible to achieve the 

group's objectives by bringing a new approach to teaching mathematics in a fun 

way to the classroom, relating it to reality (Unit of meaning E16). 

The supervising teacher emphasizes that the teacher should use methodologies 
that motivate students to learn. In addition, she cites Ubiratan D'Ambrósio on the 

teaching of mathematics and his arguments about immersing students in a 

challenging environment to learn mathematics (Unit of meaning F18). 

The student teacher hopes to experience a different and creative experience at 

school, one that students enjoy doing the work, one in which they learn, where 
the effort serves as learning for their lives, and that they like mathematics a little 

more, which is one of the most rejected subjects (Unit of meaning H6). 

A collection of texts brings together other interlocutors in diverse texts to justify 

the use of games. Playfulness, games, and creativity in mathematics education are 

present in the discourse of teachers, students, and researchers. 

The student teacher summarizes a text by Marcos Noé about the validity of using 

games in teaching certain Mathematical concepts. Then, they record their 
expectations for a fresh start in a new school, with new students and new teachers 

(Unit of meaning I3-4). 
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Alves (2001) corroborates this view by stating that games arouse motivation, 

interest, and autonomy, while Flemming (2009) reaffirms that the stigma of difficulty 

can be altered by play: 

Historically, Mathematics is the subject with a high rate of failure and non-

acceptance at all levels of education. This situation can be changed whenever 
innovative actions, based on current trends in Mathematics education, are used 

by teachers in their daily classroom practice. Our research indicates that games 

can minimize learning difficulties and, above all, facilitate the retrieval of 
mathematical concepts and properties in a more spontaneous and natural way 

(Flemming, 2009, p. 1). 

The importance of finding ways to change this reality resonates with Silveira 

(2011, p. 778), who proposes "dismantling" this discourse through concrete practice 

situations in which subjects produce meaning. According to the author, "In this way, it 

is important that we value the teaching/learning practice situations of Mathematics in 

school, concrete situations in which subjects act, producing meaning." 

This position is also observed in Coqueiro and Hermann (2023) when analyzing 

the game "Moving Forward with the Remainder" as a pedagogical resource for teaching 

Mathematics, based on solving problem situations in a workshop for students and 

teachers of a PIBID, at a university in Pará. The results pointed to the potential of using 

this specific game for contextualizing Mathematical concepts in the situations and 

characteristics of the game, and the possibility of addressing multiple interrelated 

mathematical concepts. 

Silva et al. (2018) argue that games reveal subjectivities. The same discourse is 

shown in other research. Melo and Lima (2022), due to students' lack of motivation to 

learn mathematics in traditional teaching, researched the importance of games in the 

final years of elementary school and state: 

Mathematics is an ongoing process that never ends. Thus, through play, students 

become more critical and confident in developing their logical-mathematical 
reasoning. However, radically transforming mathematics can destabilize 

pedagogical practices. The proposed change is a very complex issue. Therefore, 
it is the educator's mission to teach mathematics always with the concern of not 

fragmenting the learning process, so that students can develop their autonomy 
and creativity, considering mathematical studies meaningful both for school life 

and for life in society (Melo & Lima, 2022, p. 6). 

Andrade (2017), when analyzing the proposition of games in textbooks and in a 

classroom use, warns of the need for theoretical and formative support that precedes 
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the use of games in the classroom. This is supported by the testimony of the 

undergraduate student, who bases her argument on Vygotsky: 

The undergraduate student cites Vygotsky to write about games in Mathematics 

education. She mentions that teachers should take some precautions when 
choosing the games to be used, as it cannot be mandatory; activities involving 

two or more students should be prioritized so that there can be "exchanges" and 
help in the learning of the classmate. She considers that the teacher should study 

the game, that is, play it before its application (Unit of meaning F63). 

Wanderer and Bocasanta (2022), however, problematize the use of games in the 

pedagogical discourse of Mathematics teaching. The authors follow the studies of 

Knijnik and Duarte (2010), Knijnik (2016), and Valero (2009), who consider that the 

discourse of Mathematics Education, from certain periods, comes to be considered true, 

regulating the actions of teachers and students. Furthermore, they problematize truths 

that are often naturalized in the discourse of mathematics teaching, which contribute 

to the constitution of teachers and students. 

In this direction, studies developed with high school students, educators, and 

researchers help us to think about some of these truths, such as: learning mathematics 

is difficult (Knijnik & Silva, 2008), it is important to bring the student's "reality" into 

mathematics classes (Knijnik & Duarte, 2010), and it is necessary to use concrete 

materials in mathematics classes (Knijnik & Wanderer, 2007). These authors argue that 

the use of games contributes to the formation of consumer subjects, also mentioned 

by Sartori (2015) and Sartori and Duarte (2017). 

Wanderer and Bocasanta (2022) highlight the existence of a victorious narrative 

about the use of games. For these authors, teachers do not seem to express any 

concern about the use of this resource to promote fun, enjoyable, and dynamic 

environments. They also mention the frequency of statements that naturalize the 

relevance of bringing the student's reality into the classroom, the importance of using 

concrete materials, or the premise that learning mathematics is inherently difficult. 

These observations find direct dialogue in the records of the supervisors and 

undergraduate students investigated, helping to problematize these discourses in 

Mathematics Education. As the authors state: 

This is not about validating or invalidating the use of games, but about drawing 

attention to the effects of this use, especially on the subjectivities of students and 
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teachers. [...] activities involving games produce ways of being a teacher and a 
student. The educator becomes fulfilled, happy, and gratified when preparing and 

implementing lessons at school; the student learns some of the characteristics 
that mark the neoliberal subject: protagonism, competition, victory, overcoming 

limits and challenges, and always being motivated and cheerful in the school 
environment. In this process, it becomes very seductive to work with games in 

mathematics classes, reinforcing and supporting this statement that constitutes 

the discourse of mathematics education (Wanderer & Bocasanta, 2022, p. 910). 

Given the above, it is understood that, although the benefits of using games are 

diverse and widely celebrated, their application is not neutral and produces specific 

subjectivities. Another significant discourse in PIBID, present since its call for proposals 

and recurrent in the portfolios, is the integration between university and school, as 

described below. 

It is necessary to promote university-school integration  

The supervising professor also hopes that PIBID will promote relaxed and 

contextualized moments for the students, in addition to improving professional practice. 

Her records point to another discourse that resonates in teacher training: 

Believe in PIBID to promote integration between higher education and basic 

education (Unit of meaning F4). 

To counter the discourse that mathematics is difficult, it is necessary to develop 

contextualized, creative, and playful classes based on the integration between the 

university and the school. With this aim, the PIBID/IES program promoted, during the 

validity of the first call for proposals, a specialization course for supervising teachers, 

and Montanhês (2016), one of the supervising teachers, states: 

Having the opportunity to participate in PIBID is a privilege. The richness of its 

experiences and the exchange that exists at all levels—undergraduate students, 
supervising professor, and coordinating professor—makes us feel today like much 

more prepared and motivated professionals. We are different professionals after 

participating in PIBID (Montanhês, 2016, p. 66). 

The importance of the relationship between the university and the school is 

central to discourses on teacher training. Tauchen et al. (2014), while investigating the 

strengthening of interactions between university and school, highlighted activities 

linked to PIBID, among others. 

In dialogue with the principals of the schools participating in the research, the 

authors received the response that PIBID was one of the most successful activities in 



 

14                                                            Educ. Matem. Pesq., São Paulo, v. 28, p. 01-52, 2026, e68703 

the city of Rio Grande. The authors concluded that there was an intentionality in the 

actions being developed with the school aiming at learning. They also pointed out that 

the interaction was not restricted to a classroom, but extended to the school institution. 

They concluded that the program "includes articulated and permanent actions, 

enhances the qualification of educational actions, integrating the initial and continuing 

training of teachers" (Tauchen et al., 2014, p. 378). 

It is worth noting that the argument about this interaction has intensified 

recently. Until the 1980s, integrated work resulted mostly from individual initiatives, 

especially in internships, where academic knowledge often overlapped with practical 

knowledge (Foerste, 2004). However, PIBID institutionalized this partnership. Thus, 

the official partnership present in the call for proposals can favor what Professor 

Montanhês (2016) notes: the integration between higher education and basic 

education, which Foerste (2004) defines as a collaborative partnership. The professor's 

argument is supported by: 

The professionalization of teachers benefits from a movement of collective 
construction of new theoretical and practical levels in which the knowledge gained 

from experience becomes a new epistemology in the process of professional 
teacher socialization. The curricular valorization of practice necessarily calls into 

question the significantly long epistemological tradition that has underpinned the 
initial training project for teaching professionals at the university, a tradition that 

is also generally observed in courses in the most diverse fields of knowledge with 

which academia deals (Foerste, 2004, p. 9). 

Mateus (2014) also identifies PIBID as a privileged space for proposing 

partnerships that prevail in the relationship between Higher Education and Basic 

Education, in the same way that Montanhês (2016) explains. Mateus (2014) states that 

PIBID presents a transformative potential with the supervising teacher being a co-

shaper. The units of meaning of the analyzed portfolios are articulated with the 

arguments of the cited authors: 

The undergraduate student comments on her expectations regarding PIBID and 
highlights that she will have her first contact in the classroom, emphasizing the 

interaction between student and supervising teacher (Unit of meaning F5). 

The undergraduate student writes that the most important aspect of this project 

will be the contact with the school environment. He emphasizes that he intends 
to involve the student in the activities and that it will also be interesting to see a 

class interact, bring ideas, talk, learn, and know how to deal with the challenges 
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of the classroom. He concludes that he intends to take the lessons learned from 

the project into his professional life (Unit of meaning F39). 

These accounts reinforce the relevance of the interaction between school and 

university spaces for professional development. By experiencing routines that provoke 

reflection on teaching, dialogue, and daily challenges, student teachers become 

integrated into a curriculum focused on learning. 

I hope to learn in pibid 

The discourse that "writing is difficult" is recurrent, especially in STEM courses. 

The PIBID program, by proposing writing as a means of recording, demonstrated 

transformative potential, based on the understanding that the act of recording develops 

the individual. The following unit of meaning expresses this understanding:  

The student has the highest expectations for the project. Together with this 
group, she hopes to learn a lot and improve significantly, as she still has difficulty 

with writing, that is, expressing herself. She also hopes to contribute a great deal, 
as one always learns a little each day, and she also hopes to give back in some 

way (Unit of meaning E40). 

Conversely, according to Mateus (2014, p. 376), PIBID also performs a regulatory 

function, as it mitigates the "difficulties present in the Brazilian educational system and 

establishes a scenario of apparent solution to profoundly complex issues." Along the 

same lines, Freitas (2007) already denounced the regulatory character of training 

policies and programs that do not fully meet the needs of effective change. Given this, 

the question arises: once the official partnership ends and resources cease, how can 

the continuity of the collaborative partnership be guaranteed? 

Mateus (2014), from the perspective of the program's regulatory potential, warns 

of the existence of two ways to become a teacher: one that occurs during 

undergraduate studies and the other that develops within PIBID, where contact with 

schools is more intense. The author also points to the duality between the training 

provided by the program and that experienced during the curricular internship. This 

scenario is echoed in the following observation: 

The undergraduate student, being new to the program, expressed his 

expectations and noted the challenge of PIBID in increasing the quality of 
education in public schools through the development of workshops. He 

emphasized that PIBID is an innovative proposal, that he will learn from his group 
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colleagues and the supervising professor, and hopes that they will learn from him 

as well. He also expressed his essence as a teacher (Unit of meaning I8). 

In this unit, the underlying discourse is that the quality of public education is 

deficient and that an external intervention of an innovative nature would be able to 

reverse this. In this context, PIBID (Institutional Scholarship Program for Teaching 

Initiation) focused on organizing workshops, promoting group work, and strengthening 

interaction with the school—actions that proved to be of paramount importance. 

However, the need to consider teacher training in which teachers perceive the relevance 

of global public policies, enabling them to face educational challenges from a critical 

and situated perspective, becomes evident. 

PIBID is the place to become a teacher 

In this unit, the underlying discourse is that the quality of public education is 

deficient and that an external intervention of an innovative nature would be able to 

reverse this. In this context, PIBID (Institutional Scholarship Program for Teaching 

Initiation) focused on organizing workshops, promoting group work, and strengthening 

interaction with the school—actions that proved to be of paramount importance. 

However, the need to consider teacher training in which teachers perceive the relevance 

of global public policies, enabling them to face educational challenges from a critical 

and situated perspective, becomes evident. 

The student teacher notes that during approximately five months of work at the 
school, she had numerous surprises and is certainly not the same person 

anymore. Despite often being afraid, not being able to teach, not knowing how 
to manage some situations, and experiencing anxiety at times, the experience 

she had for her training with PIBID was wonderful. She notes that she is certain 

that the project contributed greatly to her self-affirmation that she is on the right 

path (Unit of meaning D33). 

The student teacher writes about the beginning of her work at the school. She 
hopes to enjoy it very much and mentions the 1st Institutional Meeting of PIBID. 

She thinks it will be a great time to discuss and exchange ideas with other 
colleagues, but with the same commitment, she is very excited for this meeting. 

She says that she has never had teaching experience and, due to a certain "fear," 
would like to work with elementary school students. She comments on her 

expectation of gaining experience in the school environment in the classroom 

(Unit of meaning B40). 
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Similarly, this analysis highlights the discourse surrounding becoming a teacher 

through participation in the PIBID/Mathematics program. Representative records from 

each of the nine participating schools are presented below, demonstrating the 

program's transformative potential in enabling undergraduate students to embrace 

teaching as a life project and profession: 

The project coordinator praises the scholarship recipients' participation in the 
Institutional Meeting and announces the Research Meeting at the School event. 

The proposal for the year is the use of concrete materials, such as the geoboard 
and the tangram. She points to readings on theoretical foundations, done in the 

group, for the use of concrete materials (Unit of meaning A33). 

The undergraduate student writes about the new ways of carrying out 

pedagogical work and how much the teacher must rethink their attitudes in the 
classroom. With each workshop developed, some questions arose about what was 

being done. The project provided new experiences, challenges, and reflections on 

what worked and what didn't (Unit of meaning B10). 

The undergraduate student notes that participation in the project was very 
valuable for her training. She learned about the reality of the school and, on many 

occasions, felt fulfilled by the students' motivation to learn. She was certain that, 
by participating in this project, she will be much better prepared to practice the 

profession of educator (Unit of meaning C38). The student teacher mentions that 

being a teacher means facing constant challenges, because each day, each class, 
is a new experience and brings new learning. No matter how long one works with 

that grade level, with that content, each experience is unique (Unit of meaning 

D20). 

The student teacher describes that she was working on another research project 
during her initial training, but missed the school, so she opted for PIBID. She 

emphasizes the importance of differentiated tasks, such as problem-solving (Unit 

of meaning E15). 

The student teacher mentions that differentiated activities require planning and 
must be meaningful for the students. She emphasizes the importance of the 

teacher developing this activity beforehand to check for any necessary 
adaptations. She points out that it would be interesting for the teacher to bring 

everyday life into the classroom, thus showing the relationship between 

mathematics and the students' daily lives (Unit of meaning F20). 

The student teacher reports that when she first encountered a classroom as a 

teacher, it was daunting, but over time she gained clarity on how to face these 
challenges. She realizes that teachers can contribute to expanding students' 

knowledge and making the classroom a welcoming and dialogical environment. 
Group work brought about some changes such as socialization (Unit of meaning 

G46). 

The student teacher believes that being a teacher involves more than just 

teaching; there must be commitment, dedication, and love for what one does. 
She identifies strongly with the profession and knows that it is what she wants 
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for herself, even understanding that the profession needs to be more valued. Still, 
she reinforces that she wants to be a teacher (Unit of meaning H42). The student 

teacher presents a theoretical text by Thais Romanelli on the qualities of a good 
teacher, since there is no quality education without a good teacher. Furthermore, 

she emphasizes that it is necessary to learn both the content and the teaching 
methods. Another important point is having good teachers in initial training, in 

addition to ongoing professional development (Unit of meaning I10). 

Based on this set of records, it is observed that the expectations of the undergraduate 

students involved the development of dynamic and creative classes, with the aim of 

awakening students' interest in and learning of Mathematics. Regarding their own 

training processes, the students expected to improve their writing (a requirement 

present in the institutional project since its inception), experience the daily life of a 

school, and obtain better preparation for their final internship at the end of their degree. 

However, the perception remains that becoming a mathematics teacher can be 

considered a complex challenge. 

Being a mathematics teacher is difficult 

It is noteworthy that this discourse was more recurrent in one of the participating 

schools. The PIBID program at that institution was developed between August 2016 

and December 2017, a period in which the Federal Government was promoting 

structural changes to the program, under constant threats of discontinuation. 

Simultaneously, Basic Education was facing strikes in the state education system and 

the beginning of the implementation of the High School Reform. 

The supervising teacher noted that mathematics teaching has undergone several 
changes, pointing out various difficulties in learning mathematics: lack of 

materials, physical accommodations, lack of resources, the salary issue, and ends 
with the question: Is it worth being a mathematics teacher? The teacher 

emphasizes the preconceived notion that mathematics is difficult (Unit of meaning 

I9). 

The undergraduate student reports how well she was received at the school by 

the teachers and principal, despite limitations such as salary cuts. Regarding the 
activities, she reports that she was only satisfied and enthusiastic in participating 

in the workshop using the Poli Pro software, making the class more enjoyable and 

dynamic (Unit of meaning I12). 

The supervising teacher, based on a text from a state proposal, reflects on the 
gap between what is written in the documents and what is implemented. And 

leaves the question: Does education deserve to suffer so many changes with each 

government? (Unit of meaning I19). 
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The undergraduate student records a text about the truths of the teaching 

profession by Paulo Freire, which talks about the devaluation of the profession. After 

the text, the graduate notes that it is impossible to forget that any change in society 

will depend on education (Unit of meaning I37). 

As highlighted, this school was part of one of the program's last calls for 

proposals, a period in which threats to the discontinuation of PIBID became frequent. 

Reduced resources and cuts to scholarships jeopardized the project's continued 

existence. Simultaneously, secondary education was undergoing a reform that made 

teaching more flexible, the consequences of which were harshly criticized. In the other 

participating schools, this discourse was not so evident. According to Freitas (2007), 

the weakening of the program's transformative potential highlights its regulatory 

character: PIBID does not solve structural crises, but transfers the responsibility for 

resolving the historical difficulties of national education to the university and the school. 

Final considerations 

Based on the above, it can be concluded that PIBID possesses both 

transformative and regulatory potential. The analysis highlighted discourses on the 

inherent difficulty in learning mathematics and the consequent need for diversified 

methodologies, grounded in games, concrete materials, and playfulness. Another 

central discourse in the records was the relevance of the integration between university 

and school, configuring PIBID as a space for learning and for the constitution of teacher 

identity—the place of "becoming a teacher." These discourses emphasize the 

transformative potential arising from the collective work involving the triad: school 

teachers, undergraduate students, and university professors. The joint effort in favor 

of the learning of all participants enhances the transformation of mathematics teaching 

by promoting the articulation between academic knowledge and school practice. 

It is imperative, however, to pay attention to the regulatory potential of the 

program. The positive impact of PIBID does not, by itself, solve the structural crises 

and historical difficulties of Basic Education. In this sense, research on the contexts of 

teacher training, such as this one, which uses collective portfolios as a data source, is 

fundamental to evaluating the effectiveness of the training proposals themselves. 
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Finally, it is suggested that the organization of training processes embedded in 

the daily school routine seek records focused on expanding the theoretical repertoire 

of the participants. This approach can favor broader understandings of the complexity 

surrounding the public educational context and the dense academic production in the 

area of Mathematics Education. In short, the more the results of analyses on teacher 

training are shared and discussed in initial and continuing training spaces, the greater 

the contributions will be to the professionalization and strengthening of teachers. 
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