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Relationships to learning and teaching are didtifotmatted when it is the learning
of mathematics that is under consideration. Irs thite there is a sharp divide
between those who derive pleasure and those whonatoform productive
relationships to learning. Further, despite decamfegnnovation and change the
effects of learning mathematics seem to be repemtddemain recognisable across
generations. National and local initiatives mayfaenat surface features of
mathematics teaching however, research in this epeéinues to report repeated
effects and unchanging results. As mathematics aouc researchers, our
understandings of these stagnations and repetiiendependant on the framing we
use to make sense of learners’ experiences anttbrships in this site. From this
perspective, mathematics learning and teaching iggev a valuable site for
uncovering paradigms that are both unproductive @isdouraging for education
research with concerns for inclusion and sociaigas My focus is the professional
learning of teachers who will be responsible facteéng mathematics. My starting
point is their relationships with teaching and feag mathematics and my concern is
with issues of inclusion for their learning andgiree.

This paper is intended to exemplify of how moddlseachers’ learning can produce
limited and alienating accounts of teachers andr theactices; to outline how

‘subjectivity’ can open these up and to indicateatworts of questions would give a
productive direction for future work in the socwbrld of mathematics teacher
education.

| have found socio-cultural theories and poststmatist framings of identity can

open up accounts of people’s developing relatigpssto the experience of learning
and their learning trajectories. In common is aiagrobf subjectivity, a discourse-

aware frame which presents the human subject aduped and positioned in and
through language, as an effect of language (La&&2)l Subjectivity is a process
through which individuals, are constituted and tigio which, in implicit ways, they

constitute themselves - a subject both as agentsagected to’. This frame does
not purports to produce the true version of everather it opens up alternative
accounts, in particular, accounts discouraged bnemationalist modellings.

The formation of subjectivity produces a subjectsixg as a set of multiple and
contradictory positionings. These multiplicitie® arot seen as contributing to a resulting
coherent and rational individual. (Henriques €1384 p. 204).

| offer an analytical example from mathematics kesaevelopment that shows how
identity is not fixed but rearranged in relationdihers and subject knowledge and
captures ambiguities caught up in the processaoftity formation,



The discursive field of teacher development isuaktich. Professional discourse
around learners, classroom and schools, wider @ubhderstandings, media
reporting of policy and research findings circuladecarve up mathematics teaching
creating categories and truths about teachers aadhihg (‘effective’ teacher,
‘confident’ learner, teaching strategies ‘that wrls this plays out in today’s UK
context, primary mathematics teaching is ‘produ@ela persistent problem where a
major difficulty has been located in the subjecowledge of those who are trained
to teach mathematics in primary schools (Hardy une€ew). This is symptomised
by entry audits and exit numeracy tests for tragmstudents. Such regulative tools
classify student teachers and their knowledge dhemaatics as insufficient. Further,
primary teachers do not have the right sort of Kedge. For effective teaching the
required mathematics knowledge has been describédeaure’ (McNamara et al
2004). This generates the possibility of teachkengwledge as insecure, and evokes
a teacher who her/himself is insecure. By assatiatineir teaching and planning
also becomes suspect. Along similar lines, offepngfessional resources to be used
to ‘audit your knowledge in order to gain confideramd competence in mathematics
subject knowledge’ (DCS 2007) produces the possikihat teachers need to be
more confident in their subject knowledge.

Reference to internal states (confidence, insggunmplicates not only teachers’
knowledge and competence but also establishes @ peosonalised failing.

Essentialising forms ... generate internal categasiepersonhood that are unchanging
and timeless, that come to be inescapable, ancehbat bear a determining influence of
sorts on the person in question... one effect ofr@ngt (essentialising) discourse is the
production of a fixed fictionalised identity. Whyoels this matter? This discourse
determines in so much as that person comes to staddr themselves and how they
understand others. (Parker, 2004 p. 139)

References (often hardly noticed) within a disceursdeep internal states activates
not only what we know of teaching and its problelmg also produces possible
positions and identities for teachers to take. Meexalso take on such positions to
understand themselves and their teaching, e.g. ve@@amers describe a ‘discomfort’
with their own level of mathematics content knovged

PERFORMING CONFIDENCE, PERFORMING CONSISTENCY

Subjectivity also relates to theorisations of ‘hagency as constantly subverted to
desire, and the extent to which we behave and e ourselves in ways which
are often contradictory’ (Henriques et al. op cit2p5); portraying a fundamental
irrationality. To illustrate how this can play adinere follows an example that draws
on a project with students attending a mathematoslule as start of a primary
education course. The course has been describad agportunity to learn to learn
mathematics, to develop ‘secure’ mathematics kndgde to re-negotiate
relationships with learning mathematics and teaghmathematics. Here they do
learn some mathematics at their own level. Whentifieng valid approaches for



researching identity formation in this site, | shtigtactics that challenge
essentialising discourses and open up fixed cormepthat have emerged during
this module. For this purpose the device of ‘comfice’ and confident learners of
mathematics has potency. This derives from its badkfine nature and its common
use as faintly noticed modifier. Confidence is proedd as a category, an essential
characteristic; a confident learner, good at mdthédividual and group interviews
the students were asked to complete unfinishederstits about learning
mathematics and what they thought confident learm@re like. My students had no
difficulty identifying who is confident - their fldw students that they thought were
confident in maths (Hardy 2007). Key themes realuinetheir responses; ‘speaking
out; willing to offer answers; explaining; askingr fhelp; taking risks; having a go'.
Students were identifying forms of participationndicate confidence in their peers.
Their descriptions of their experiences also emigkdshat contributing in a class or
group session is to open oneself up to be judgepeleys and by teachers. It seems
that the performance stands in for the learnet, ith#éhe performance is used as a
basis for judgement and so produces the learneor#glent or not. The students are
aware that be attributed with confidence you mudt @articular ways. Visible
participation and performance in front of othermexessary; you must speak out,
you must offer answers. Valid contributions aret,faick, and appear to be made
with ease. Interestingly, their descriptions refeyrto themselves have a different
tone ‘I will have a go at an answer when | know shbject very well; when I'm 99%
sure; if I can have a go on my own; if no one idchang if | get it wrong. The
students’ articulations advise that it is only s&be a learner who is sure and
understands to contribute to the group and warhtheae will be little time to work
on ideas, to clarify and evaluate.

In applying the framing of ‘subjectivity’ the studks’ articulations can be scrutinised
for repetition and inconsistencies. The attributioh confidence as an inner
characteristic of personhood seemed to follow froradominately performance-
based elements. Confidence is performed and a dengeeis presumed to follow.
An ambiguity is revealed between the students'rgegm of conditions where they
feel confident to contribute, and their descripsiarf the acts of their peers to whom
they attribute confidence. Notably only one studarggested that it was possible to
be confident and not prepared to speak out.

To open up essentailising constructs such as camtfidearners to alternative

understandings there is a need to interrupt anduestion what motivates these
identifications. Henriques (p. 204) suggests thatchoanalysis frames agency as
constantly subverted to desire as we repeatedlyigo®urselves within particular

discourses and endeavour to maintain an cohereagef ourselves as deciding,
choosing subject. For my project | can use thisomoto examine some apparent
contradictions in students’ descriptions and toepgsestions such as, ‘At whom are
the students’ articulations and behaviours aim&tidat image of the subject and
themselves is it necessary to maintain? | am alempted to consider how a

performative element is able to hold sway in leeshand teachers’ descriptions: the



key theme from my example. Rather than reportingdihgs’ which in themselves
can come to form essentialing truths, my tactidasproduce semi-fictionalised
narratives to generate new understandings of tidests’ articulations of their lived
experiences. These ‘fictions’ are imagined researadommentaries for learners
seeking to complete their image of themselves. #eome for a pre-service student:

She identifies herself in the performances shegnegs as those of a confident learner.
This requires participating in sessions in parécubays. In doing so she puts her trust in
the tutor's assertion that participating and tryimgvhat matters. An unreliable process.
There is no guarantee that this will lead to hémbattion as confident by her tutor or
peers. In an interview she describes confidenh&rarto include those who know how to
start a problem, extend their work and who canvday something works. These are rich
descriptions of forms of engaging with maths, rictiten some of her peers have given.
However they are difficult behaviours to replicdfeshe glosses over this and limits her
view of maths to be about right or wrong answel® san sustain a more complete
picture of herself as a learner in relation to reath is easier to trust the mathematics if it
only requires her to get the right answers.

This analytic fiction allows consideration of whas¢erests are fulfilled by a focus
on performative aspects. When confidence and canpetcan be performed, the
learner is offered something to strive to do. Sdsaeners feel discomfort with need
performing maths in front of others. This will sigghen a sense that they are and
never have been any good at maths, an identificdtiat allows them to sit back and
keep quiet. For others the alienation will takeeotforms. As in Jo Boaler's (1997)
study, a learner’s desire for understanding andifoe to work things out will go
unfulfilled. These desires and these learners aaggimalised - achieving well
enough but still not participating in the right was a consequence they do not
identify themselves as confident learners of maitihd as such are unlikely to map
mathematics into their future identities in a pesitvay.

Those opening up understandings of relations tdvemaatics and learning need to be
aware of how disabling narratives of inconsistem@y be. Accounts that locate the
responsibility for contradictions within particulardividuals will constitute these as
failings and disorders of the individual. Recent #licy in mathematics teacher
education has been premised on a perceived lackrdidence and competence for
primary teachers in this area. This premise seenmsvte shifted little to date. From
this scrutiny, | would suggest that advice to edmsaand researchers will need to
acknowledge the tangle of confidence and competratdrames understandings of
learners’ relationships to mathematics. A furthaatit to interrupt this stagnation is
to ask different questions in radically differeatrhs. As an educator, what might |
do that would be in radically different terms aebkign courses, as | plan activities? |
suggest a start of asking how interactions (an@wlable relationships) can be
configured so that subject knowledge is not preskras an object: to be learnt,
refreshed or topped up but rather as knowledge hwimdtself is something to be

challenged and interrogated.. An example of thffisred by Haywood (2007) with

his attempt to interrupt in how his pre-service rseutalks about itself and so the



relationship students will form with it and so theaching selves. Another question
that might open up new possibilities is posed byNsimara and colleagues (op cit
Cp 4) “How can students develop a capability forkirmg on their own professional

development (in mathematics education) in a way te&tes to their personal

aspirations of what it is to be a teacher?”

And finally, from an understanding of researchlftas culturally constituted, there
is a challenge to how researchers read ‘data’ talid what emerges. We need to be
mindful that the resources and commentary usedeport research in learners’
relation to mathematics and learning can also dmuit to disabling narratives.
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