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This paper presents a self-study by five mathematics teacher educators (MTEs) at a minority-serving 

institution in the United States. We examined how our positionalities and theoretical stances shape the 

enactment of humanising mathematics for prospective teachers (PSTs). We explored how our diverse racial, 

cultural, and professional backgrounds influenced our teaching. Using narrative inquiry, we wrote and 

analysed key episodes from our pedagogical experiences, connecting them to our respective theoretical 

perspectives. Through this work, we present counter-narratives that empower PSTs, particularly those 

historically marginalised in mathematics learning spaces. Our narratives revealed how attention to identity, 

privilege, and experience informs not only our approach to teaching but also how we present mathematics 

in ways that support PSTs to foster inclusive and socially responsive classrooms. We highlight tensions that 

emerged in this work and describe how these have shaped our teaching, prompting us to be intentional, 

reflective, and transparent about our practices. These findings underscore the importance of creating spaces 

for collective inquiry, modelling vulnerability, and offering critical support to PSTs as they learn to enact 

humanising mathematics in their own classrooms contributing to the theorising of MTEs’ work. 
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Introduction 

We are five mathematics teacher educators (MTEs) at a United States university designated as a 

minority-serving institution. Our students are culturally and linguistically diverse, with many from 

historically underrepresented groups in mathematics and many who are first-generation tertiary 

students. This diversity plays a crucial role in shaping the mathematics education work we do at our 

institution. Our collaboration grew from informal conversations about our teaching, our students, and 

ways to make mathematics education more meaningful and inclusive. As we shared pedagogical 

experiences, we began to examine how our own personal and professional backgrounds and histories 

influence the ways we teach mathematics. The first three authors had worked together previously on a 

project about humanising mathematics (Naresh et al., 2022), and two others joined to expand and enrich 

the work. Though we teach different courses including mathematics content, mathematics methods, 

STEM methods, and graduate STEM, we share a common goal: preparing prospective teachers (PSTs) 

to see mathematics as human and creative, and to create mathematics classrooms where all learners are 

valued, supported, and inspired to grow in their mathematical thinking. 

This article presents collaborative self-study of how our positionalities shape our engagement with 

humanising mathematics. We position this work as a counter-narrative to portrayals of mathematics as 

neutral, culture-free, and disconnected from human activity. We view humanising mathematics not as 
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a singular definition but a collection of practices, values, and orientations that are situated within and 

evolve according to specific contexts. Humanising mathematics involves creating learning spaces that 

affirm learners’ identities, draw on their lived experiences, and expand opportunities for meaningful 

participation (e.g., A. J. Bishop, 1990; D’Ambrosio, 1985; Gay, 2000;).  

As MTEs preparing PSTs to work within these realities, we have found that when we share the 

commitment to humanising mathematics, we continue to question and refine what this work may look 

like in practice, whose knowledge is centred, and how our positionalities shape the opportunities we 

create for PSTs. In a teacher education program where mathematics teacher preparation spans multiple 

departments, it is particularly important to reflect critically on our work with PSTs because the contexts 

we teach in, our positionalities, and past learning and teaching experiences can unintentionally create 

tensions or inequities. Through engaging in self-study, we aim to illuminate the contradictions and 

unintended consequences that arise in our practice. We see the inherent complexity of this work as an 

essential site for ongoing reflection and growth among MTEs. These reflections inform the 

opportunities we provide PSTs, helping them enter K–12 classrooms with increased awareness, 

resources, and strategies for humanising mathematics. By surfacing the complexities, we challenge 

assumptions about what humanising mathematics entails and support a collective, critically reflective 

approach to teacher education. 

In this article, we specifically focus on our work with PSTs, as we seek to prepare them to enact 

humanising practices in their future classrooms. Our guiding question is:  

In what ways do MTE positionalities and experiences influence perceptions and enactment of a 

humanising approach to teaching mathematics for prospective teachers? 

Theoretical Orientation 

Mathematics has often been portrayed as a universal and objective discipline, one that demands 

learners set aside their lived experiences to succeed in an academic setting (Paris & Alim, 2017). Schools 

reinforce this through standardised curricula, high-stakes testing, and rigid definitions of success 

(Fasheh, 2012). Such systems privilege certain ways of thinking, use mathematics as a gatekeeping tool 

that limits opportunity, and reinforce societal inequalities (Aguirre et al., 2013; Frankenstein, 1983; 

Gutstein, 2003; Skovsmose, 1985). This privileging has sidelined forms of reasoning that differ from 

Eurocentric traditions (D’Ambrosio, 2007; Joseph, 1987) but have also contributed to the erosion of local 

knowledge systems, particularly in communities shaped by colonial histories (Joseph, 1987; McCarty 

& Lee, 2014;). Many learners are thus alienated from engaging with mathematics in deeper, more 

personal ways (Civil, 2007; Marshman & Brown, 2014). 

To counter deficit framings, scholars propose humanising mathematics that positions mathematics 

within students’ lived experiences, cultural knowledge, and community (A. J. Bishop, 1990; 

D’Ambrosio, 1985). Humanising mathematics recognises that mathematics is shaped by the identities 

and experiences of those who engage with it (Gutstein, 2003; Skovsmose, 1994). It seeks to transform 

learning environments where students see themselves as capable, valued participants, while also 

addressing the power structures that regulate access and belonging (Yeh & Otis, 2019). Our orientation 

towards humanising mathematics is informed by insights from ethnomathematics and critical 

mathematics education.  

Ethnomathematics and Critical Mathematics Education 

Ethnomathematics and critical mathematics education both critique universalist accounts of 

mathematics and situate mathematical knowledge within the broader social, cultural and political 

contexts. These perspectives emerge from distinct intellectual traditions and foreground different 

questions for research and practice (Francois & Stathopoulou, 2012).  

Ethnomathematics centres the epistemological plurality of mathematics and focuses on how 

people’s cultural practices, experiences, and knowledge systems shape the mathematics they use and 
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value (A. J. Bishop, 1990; D’Ambrosio, 2007). Research on strands of ethnomathematics such as 

everyday mathematics (e.g., Magajna & Monaghan, 2003; Millroy, 1991; Naresh, 2008), culturally 

responsive mathematics education (Gay, 2000; Gerdes, 1998; Zavala & Aguirre, 2024), and non-

European traditions (e.g., Ascher, 1991; Joseph, 2000; Raju, 2007) have disrupted the universalist 

narrative of mathematics. Researchers have extended this line of research to illustrate how principles 

of ethnomathematics are enacted in teaching mathematics. For instance, weaving patterns have been 

used to explore geometry concepts (Arribay, 2025) and traditional architecture has provided a context 

for studying proportions and spatial visualisation (Ramadhani et al., 2023). Ancestral Andean 

mathematical elements link mathematical reasoning to Indigenous cosmologies (Villota et al., 2025), 

while African knowledge systems, particularly in the context of gold mining in colonial Brazil, reveal 

the technical expertise of enslaved people and contribute to decolonising mathematical knowledge 

(Orey et al., 2025).  

Critical mathematics education, however, foregrounds the sociopolitical dimensions of 

mathematics, interrogating how mathematics knowledge and schooling structures reproduce or 

challenge inequities (Frankenstein, 1983; Skovsmose, 1994). It asks how mathematics functions within 

systems of power, who benefits, who is excluded, whose mathematical knowledge is foregrounded and 

whose is excluded or marginalised (Aguirre et al., 2013). Mathematics, thus, can act as a gatekeeper that 

maintains the status quo of inequity or as a powerful tool for promoting critical citizenship when used 

to challenge unjust structures (Skovsmose, 1994; Volmink, 1994). Proponents of critical mathematics 

education have demonstrated how mathematics teaching can confront racism, classism, and other 

forms of oppression (Frankenstein, 1983;) and can enable mathematics learners to “read and write the 

world”, investigating issues that impact their communities (Gutstein, 2006, p. 4).  

From ethnomathematics, we draw attention to how mathematical activity is rooted in cultural 

practices, histories, and knowledge systems that extend beyond school mathematics. From critical 

mathematics education, we foreground that mathematics shapes and is shaped by sociopolitical 

relations that influence access, participation, and agency. Humanising mathematics draws from both 

traditions but places particular emphasis on how learners experience dignity, agency, and belonging 

within mathematical activity, and how classroom interactions can actively affirm or diminish these 

experiences. In this view, humanising mathematics involves integrating diverse knowledge systems 

while also developing learners’ abilities to critique how mathematics operates in contexts of power and 

decision-making. We interpret this process as placing particular emphasis on preserving and restoring 

dignity in mathematical learning spaces.  

Humanising Mathematics in Teacher Education 

MTEs have engaged in research and practice to exemplify humanising mathematics. Many embrace 

self-study approaches to examine, through their identities and positionalities, systemic inequities, and 

model new possibilities for mathematics teaching and learning. MTEs have used theoretical lenses-such 

as critical ethnomathematics curriculum (Mukhopadhyay et al., 2009), racialised social systems (Martin, 

2009), culturally relevant and responsive (mathematics) teaching, (Gay & Kirkland, 2003; Ladson-

Billings, 1995; Zavala & Aguirre, 2024), and rehumanising mathematics to attend to the political, social, 

and historical factors that shape learners’ experiences (Gutiérrez, 2018). In doing so, they help foster 

learning spaces that honour the intersectional identities of learners and affirm students as whole human 

beings. 

MTEs have also attended to humanising mathematics by broadening the scope of mathematics 

beyond traditional boundaries. Examples include connecting mathematics with computational 

thinking (Perez, 2018), computer programming (Kudaisi & Leonas-Cabrera, 2025), social studies 

(Kudaisi et al., 2025), societal issues (e.g., Gutstein, 2006; Sears & Kudaisi, 2021), or emphasising socially 

just pedagogy in mathematics teaching (e.g., Garii & Appova, 2013; Morton, 2024). Although these 

expansions open meaningful possibilities for connecting mathematics to students’ experiences, they 

also raise questions about what counts as mathematics and how such integrations are framed in 
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practice. Similarly, by engaging PSTs in “mathematics in many voices,” MTEs foreground the 

polysemic nature of ethnomathematics and resist reducing non-western practices to mere tools for 

western concepts (Chahine & Naresh, 2025, p. 1).  

MTEs’ attention to humanising mathematics also involves a critical reflection on their positionality 

and how it influences their instructional decisions. For example, examining one’s racial/ethnic identity 

in relation to those of their students, MTEs can prompt purposeful actions towards humanising 

mathematics by identifying barriers and drivers to implementation (DiAngelo, 2018; Kalinec-Craig & 

Bonner, 2016). This can also be done through an ongoing examination of facets of their positionality 

(e.g., knowledge bearers, experts) that privilege MTEs as instructors of PSTs, professional development 

providers for in-service teachers, and as researchers disseminating findings (Gutiérrez, 2016a).  

Finally, humanising mathematics requires consideration for the affective and communal aspects of 

students’ lives. Specifically, it is necessary to model with PSTs the need to prioritise deep understanding 

of students’ socioemotional well-being (Cochran-Smith, 2010; Kokka, 2022; Mahdi, 2025). This is 

important given that larger societal structures and inequities greatly impact students’ mathematics 

learning opportunities and outcomes (e.g., mathematics identity and efficacy) especially those of 

historically marginalised students (Kokka, 2022). Furthermore, doing this well requires the cultivation 

of relationships within the mathematics classroom and beyond the classroom with families and 

community members. A key part of this relationship building involves MTEs being advocates for PSTs, 

which models for PSTs how to advocate for their future students and their families and communities 

(Cochran-Smith, 2009).  

A role of MTEs is to provide knowledge, tools, and reflective spaces that help PSTs see mathematics 

as creative, relational and relevant. By integrating research with practice, MTEs aim to support them in 

designing mathematics learning experiences that are rigorous, accessible and humanising for their 

future students.  

Methodology 

Research Design 

The study employs a collaborative self-study methodology guided by three characteristics – 

collaborative inquiry, contextual knowledge, and a commitment for improving practice (Lovin et al., 

2012). These characteristics align with our goals as MTEs: to critically examine our teaching, to consider 

the unique contexts of our students and institution, and to use our reflection to enhance our practice. 

As MTEs teaching at the same university, we met regularly to discuss and make decisions on our 

respective mathematics content and methods courses. During these meetings, we shared resources 

(e.g., course syllabus, class activities, practitioner and research articles) and discussed our experiences 

as MTEs. One outcome of this collaborative work was a self-study that documents our journeys toward 

humanising mathematics for PSTs and their future students. We used narrative inquiry to engage in 

the process of telling, retelling, living, and reliving our experiences (Clandinin & Caine, 2013) through 

key episodes that illustrate how our positionalities inform our teaching. Our collaborative process 

involved writing our individual stories (telling) and sharing them with one another for feedback, 

revisiting and revising those stories after considering that feedback (retelling), reflecting over our prior 

experiences while continuing our work as MTEs (living), and exploring how our initial ideas or 

concepts may have evolved following our discussions and reflective process (reliving).  

Participants  

We are five female MTEs who differ in race, nationality, ethnic identity and career stage (see Table 1). 

We acknowledge our roles and social positions carry various forms of privilege that shape how we 

engage with our students and the broader field. One such form of privilege is embedded in the act of 

teaching mathematics itself, which is often perceived as a gatekeeping subject (Aguirre et al., 2013). We 
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hold influence over how others experience and come to understand mathematics, which carries both 

power and responsibility. As MTEs, we have opportunities to exercise professional and pedagogical 

agency to design transformative and responsive mathematics learning experiences (Bjerke & Nolan, 

2026). Additionally, institutional privilege grants us access to professional networks, research 

opportunities, and the authority associated with academic titles. As we continue to grapple with the 

implications of these privileges, we recognise their impact on our capacity to shape the field and engage 

in humanising mathematics. 

Table 1 

Participants 

Participants  Years in Education Years as an MTE Race 

Nirmala  25 21 South Asian 

Karisma  26 16 Black/Afro-Caribbean  

Colleen 32 23 White  

Fardowsa 15 3 African American  

Queshonda 11 6 African American  

 

Researcher positionalities  

Nirmala is a South Asian brown woman, who was raised in a formerly colonised nation, learning 

mathematics in English through a Eurocentric curriculum that ignored the rich, contextual 

mathematical knowledge of her local community. For her, humanising mathematics means embracing 

the view that mathematics is not an abstract, culture-free construct, but a deeply human creation shaped 

by history, language, and lived experience.  

Karisma is an Afro-Caribbean woman, mother, and former high school mathematics teacher in a 

school serving predominantly Black and Brown students from low-income households. For her, 

humanising mathematics means affirming learners’ identities, disrupting harmful narratives, and 

positioning all students, especially those historically marginalised, as capable doers of mathematics. 

Colleen is a White female mathematics educator whose early learning was shaped by growing up 

in a non-Christian home, raised by a single mother. Diagnosed with dyslexia at age three, she was often 

seated at the back of the classroom, unheard. For her, humanising mathematics means creating learning 

spaces where all students are seen, supported, and valued for their potential, and where mathematics 

is presented as something to understand deeply, not just memorised.  

Fardowsa is a Black African Muslim woman, mother of four, and mathematics educator whose 

learning and teaching journey has spanned East Africa, South Asia, and North America. For her, 

humanising mathematics means acknowledging that mathematics is not neutral, centring cultural 

context, fostering critical awareness, and helping learners see mathematics as a tool for empowerment 

and social justice.  

Queshonda is a Black woman, Christian, mother, former mathematics teacher and instructional 

mathematics coach, who has navigated educational spaces that often failed to affirm the brilliance of 

historically marginalised learners. For her, humanising mathematics means co-creating learning that 

centres students’ voices, cultures, and lived experiences, positioning them as capable sense-makers and 

reconnecting mathematics to our shared human experiences.  

Data Sources  

The primary source of data used for this study is a set of key episodes. Each researcher’s key episodes 

were developed through the lens of selected theoretical frameworks, including ethnomathematics 

(D’Ambrosio, 1985), teaching mathematics for social justice (Gutstein, 2006), and culturally relevant 

and responsive pedagogy (Ladson-Billings, 1995; Gay, 2000). Additionally, the key episodes illustrate 
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pivotal pedagogical experiences shaping the development of our identities as MTEs who are committed 

to humanising mathematics. 

The process of developing and selecting the two episodes in this study began with each researcher 

reflecting on their social and cultural identities, educational journeys, initial beliefs about mathematics 

teaching and learning, positionality in the field, the theoretical or conceptual foundations of their 

teaching practice, and how theory informed their teaching. Each researcher initially identified and 

described several key episodes that met the following criteria:  

1. Describes transformational experiences that led to a shift in the way we view mathematics 

(education). 

2. Identifies tensions that we experienced in promoting humanising pedagogies.  

3. Acknowledges strengths and weaknesses impacting our practice.  

In this reflection process, we drew from data sources that span several semesters of teaching (e.g., 

teaching artefacts, author reflections rooted in students’ artifacts, required annual peer observations, 

narratives, stimulated recall, research literature) as well as memories from our time as classroom 

teachers. These sources supported researcher reflections, helped contextualise the experiences, and 

enriched the construction of the key episodes. From these initial episodes, two episodes that most 

clearly represented the focal experiences and themes of the study were selected and further refined 

through the collaborative process defined in the next section. 

Data Analysis 

We used narrative inquiry to analyse and interpret the data (Clandinin & Caine, 2013). In our first stage 

of analysis, we served as critical friends (Ragoonaden & Bullock, 2016) by reading through each other’s 

key episodes, asking probing and clarifying questions and providing constructive feedback. We then 

revised the episodes in response to these discussions. Specifically, we included additional details, 

provided clarifications, and strengthened connections between experiences and interpretations. These 

collaboratively refined episodes served as the primary data set for subsequent analysis.  

In the second stage of analysis, each author read through all episodes to identify intersecting 

identities and experiences to develop preliminary patterns that impacted our work as MTEs. In the 

third stage, we categorised the episodes into themes that reflected common patterns related to our 

educational journeys (e.g., identity development, theoretical orientations, transformative experiences, 

and strengths and assets that informed our practice). This involved reviewing margin notes, questions, 

and comments generated during the critical-friend process on each other’s episodes, and then meeting 

collectively to discuss, refine, and consolidate themes. In the fourth stage, we focused on experiences 

within the episodes that were most significant in shaping our identities and practice. We engaged in 

several iterative rounds of analysis and revisited the episodes, margin notes, questions, and comments 

until saturation was reached (Rahimi, 2024). The identities and experiences that emerged as most 

prominent are provided in the following section. 

Key Episodes 

In the following key episodes, we expand further on our positionalities and our varied experiences and 

the influence these have had on how we each perceive and enact a humanising approach to teaching 

mathematics for PSTs. Our key episodes foreground moments of growth and possibilities. At the same 

time, we engage in ongoing sensemaking around the tensions and contradictions present in our practice 

and acknowledge that our experiences are situated within broader structural and institutional and 

social contexts. 
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Nirmala’s Episodes 

Episode 1: Formative teaching experiences in a linguistically diverse context 

My first teaching position in higher education was at a four-year college in my home country. The 

institution served a linguistically diverse student population–many like me, had learned mathematics 

in English, a non-native language. The college had not previously had a stable mathematics faculty, so 

I was hired to help build the department and support student success. Students needed help to succeed 

in a tightly sequenced curriculum that included topics in engineering mathematics. The responsibility 

felt both urgent and demanding. 

My teaching followed the established norms of the time in that context. I wrote detailed daily 

lessons, outlining which topics to teach and which problems to work out. During each class session and 

out of class tutoring sessions, I made sure that students took diligent notes, solved ample practice 

problems, and checked their own work. When the end of the semester exam results came, the student 

success rate was phenomenal and the public appreciation I received from the administrators was 

deeply affirming. 

Yet, even within those moments of success, I now recognise complexities I did not fully see at the 

time. As English was the official language of instruction, during class and tutoring sessions, I 

encouraged students to speak and communicate their mathematical thinking in English. In practice 

though, I noticed that students frequently engaged in mathematical conversations in their native 

language. I could not always follow these conversations, but I could see that these interactions often 

helped students reason more effectively. In retrospect, this revealed a persistent gap between what I 

believed about mathematics and how learning unfolded in the classroom. I believed mathematics could 

transcend language, yet classroom learning was deeply shaped by it. At the same time, I was enforcing 

the institutional expectation that students communicate only in English. Years later, as a graduate 

student in a foreign country among native English speakers, I began to understand what it might have 

felt like for my students—the challenge of expressing complex ideas in a language that is not one’s own. 

Did requiring English unintentionally limit their participation? Whose ideas and what reasoning were 

left unspoken because of this strict expectation? 

Another tension concerned the curriculum. At the time, I had not yet questioned the nature of 

mathematics itself. The curriculum emphasised abstraction, procedural fluency, and disembodied 

reasoning, often disconnected from socio-cultural contexts or historical knowledge (Joseph, 1987;). It 

did not always reflect students’ lived experiences, but it served as a gateway to professional 

opportunities and determined who advanced and who did not. In that context, success in those 

examinations carried very real consequence for students and their families. Teaching it felt necessary 

to support students’ immediate success, but it also reinforced the system’s narrow definition of 

mathematics and of my own early assumptions about mathematics teaching. Yet I wonder what might 

have happened had I challenged those structures. Would introducing alternative mathematics histories 

or culturally grounded mathematics enriched students’ understanding? Or would it have taken time 

away from preparing for high-stakes examinations that determined their futures? I also think about 

those who struggled within these structures. Could different approaches have supported them better? 

Nearly a decade later, graduate study in a new setting offered me frameworks to revisit these 

questions and rethink mathematics, language, and culture. Theoretical perspectives (e.g., 

ethnomathematics) highlighted how mathematics is embedded in culture, history, and power. These 

ideas stayed with me as I returned to teaching, particularly in my work with teachers. 

 Episode 2: Humanising statistics education through critical and cultural relevance 

As an MTE in a mathematics department, my work has consistently focused on teaching mathematics 

content courses for teachers. A pivotal moment came when I taught a course on the teaching and 

learning of statistics for in-service teachers. It was my first intentional effort to align statistical content 

with social justice themes across an entire semester. I drew from the domains of statistics education 
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(e.g., Franklin et al., 2007; Gould & Peck, 2004;) and critical pedagogy (Freire, 1998; Gutstein, 2006; 

Lesser, 2007) to design the course. 

From a disciplinary perspective, I structured the course to expand the boundaries of statistical 

knowledge making space for critique, interpretation, and cultural connection. Pedagogically, I centred 

collaborative inquiry, reflective dialogue (Naresh et al., 2022), and opportunities for teachers to author 

and adapt their own lessons. Coursework was designed to encourage teachers to see mathematics as a 

human activity: contextual, interpretive, and socially meaningful. I hoped that by modelling such a 

course and sharing the materials with the teachers, I could offer tangible examples for use in their 

classrooms. 

 Still, end of the course evaluations showed an unexpected misalignment between my intentions 

and teachers’ perceptions. Many participants resisted the social themes and a few expressed discomfort. 

Some felt that they had not learned meaningful statistics that they could take back to their classrooms. 

I found this feedback difficult to process. I had designed the course carefully to integrate statistical 

reasoning with socially meaningful contexts. I believed that this approach would strengthen both rigor 

and relevance. Teacher feedback, however, reminded me that well-intentioned changes require 

attention to learners’ readiness, expectations, and professional realities. What I intended as support felt 

unfamiliar or risky to teachers. In these moments, I recognised echoes of my own earlier teaching; the 

constant struggle to balance supporting learners’ immediate success with challenging assumptions 

about mathematics and its teaching. 

Karisma’s Episodes 

Episode 1: Initial attempts at modelling culturally relevant mathematics teaching with prospective 

elementary teachers  

As a post-doctoral scholar, I started teaching an elementary mathematics methods course to PSTs 

seeking early childhood through 6th grade certification. My interest in elementary mathematics 

education emerged when my oldest child started kindergarten. At this time, my identities as a mother 

and a researcher converged. My research focused on identifying racial inequity in mathematics learning 

opportunities (Morton & Riegle-Crumb, 2019, 2020), and I was especially concerned about the 

mathematics learning trajectory of my son who was entering the public school system that in many 

ways marginalises and dehumanises Black boys (Ladson-Billings, 2011). As such, I became increasingly 

interested in supporting elementary PSTs to teach in culturally relevant ways. 

I faced several challenges in teaching this course. First, the students in my course were 

predominantly white middle-class young women who attended K–12 schools with little racial or ethnic 

diversity. As a Black woman, it was difficult to connect to my students in meaningful ways. 

Consequently, it was especially challenging to model culturally relevant pedagogy for them. This 

became evident at the end of that semester. I learned through student feedback on the course evaluation 

that even though I was prioritising preparing PSTs to teach mathematics in culturally relevant ways, 

the students reported feeling disconnected from what they were learning and as such, did not feel 

prepared to teach mathematics well. Given that I was at the start of my career as an MTE, I internalised 

much of their feedback, and I made a conscious decision to seek out resources (e.g., Aguirre et al., 2013; 

Drake et al., 2015) and used them to redesign the course. However, in retrospect, I recognise that I held 

positions of both privilege and oppression in that space—as a professor and as a Black woman, 

respectively (Collins, 1990)—and there remain questions about that experience that I continue to 

ponder. Was my students’ lack of receptiveness to my instruction due to a deficiency in my own 

teaching or some other factors such as my race and/or gender? Was the legitimacy of what I tried to 

teach undermined by implicit biases held by my students or myself? 

Episode 2: Rethinking operationalizing humanising mathematics with elementary PSTs 

I transitioned to a Hispanic and Minority serving institution and I became increasingly more committed 

to utilizing humanising practices in my teaching of elementary mathematics methods. I continued to 
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tinker with learning activities and assignments to better attend to the needs of my students, many of 

whom were from racially minoritised populations in the US (see Morton, 2024). One trend that I noticed 

was that many of my students had developed a debilitating fear of engaging in mathematics activities 

and believed the common narrative that mathematics ability was reserved for a select few (Aguirre et 

al., 2013; Drake et al., 2015; Martin, 2009). They expressed concern about teaching a subject that they 

did not feel competent with as a learner. Considering that this fear would be a hindrance to their 

preparation as elementary mathematics teachers, I decided to make space for PSTs to be able to share 

the mathematics learning experiences that may have contributed to these feelings of fear and 

apprehension through the writing and unpacking of their mathematics autobiography (Aguirre et al., 

2013; Drake et al., 2015). Once they reflected on those experiences, I asked PSTs to reflect over their 

experiences in relation to their classmates’ experiences by engaging in a series of in class activities. I 

designed the activities to give PSTs the opportunity to utilise windows, mirrors, and sliding glass doors 

(R. S. Bishop, 1990; Gutiérrez, 2018). PSTs who were more mathematics anxious reported feeling that 

their mathematics learning experiences were validated, and those who were not mathematics anxious, 

were able to learn more about experiences that were different from theirs thus also giving them a better 

understanding of the importance of teachers in fostering positive learning experiences for mathematics 

learners. 

However, in more recent years this same activity has had the opposite effect in my PSTs. I started 

noticing that recounting those experiences with their peers in some cases seemed to reinforce some 

students’ perceptions of their mathematics ability rather than confront them. Conversations with peers 

with similar experiences resulted in a confirmation that they were either in the group of students who 

were mathematics capable or not. This was particularly damaging for students with mathematics 

anxiety. How had an activity that had been so impactful before have such negative impacts now? In 

my quest to humanising mathematics did I cause harm to my students and inadvertently reinforce the 

idea of hierarchies in mathematics ability? 

Colleen’s Episodes  

Episode 1: The first 10 years as a mathematics teacher educator 

Early on in my career as an MTE, I had the opportunity through funded projects to support algebra and 

geometry teachers to develop their ability to support student learning. I did this primarily through 

lesson study (Pratt & Eddy, 2020) alongside other professors committed to reflecting on our practice of 

teaching elementary mathematics methods courses (Cooper et al., 2011; Lewis, 2002; Meyer & 

Wilkerson, 2011). While lesson study supported my goal of working with teachers to improve our 

mathematics instruction in those initial years, I was not considering my intersecting identities or those 

of my PSTs and their future students. 

In my early years leading professional development (PD) sessions with in-service teachers, I 

provided opportunities for teachers to select the purpose and content for improving their instruction 

which disrupted hierarchies of mathematics expertise and redistributed power (Gutiérrez, 2018). 

However, the PDs did not consider humanising mathematics. My focus at that time was being inclusive, 

but I needed to push further. Soon thereafter, I attended a session at a regional conference about equity 

in a middle grades mathematics content course (Dibbs & Beene, 2017) and I was introduced to the use 

of culturally relevant pedagogy (Ladson-Billings, 1995) in mathematics teacher education. I realised 

that one crucial step in this pedagogy is seeking to know preservice and in-service teachers and their 

prior experiences in mathematics, and how this impacts their teaching of mathematics (Aguirre et al, 

2013). 

Episode 2: A journey to transformation  

My first attempt to centre PSTs’ identity and support their agency as teachers was adding an 

autobiography assignment (Dibbs & Beene, 2017) into a secondary STEM methods course. As PSTs 

shared about themselves and their mathematics and science learning experiences I began to see them 
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in new ways. Their autobiographies, which they also shared with their classmates, allowed us all to see 

each other as humans, sympathise with experiences different from our own and consider how this 

impacts our teaching. This foundation helped me to delve into other discussions about multiculturalism 

and why it matters in the classroom. However, I struggled with doing this work alone without being 

able to debrief with colleagues doing similar work. Therefore, I sought to attend research conference 

sessions where there were conversations about humanising mathematics so I could continue to learn. 

During this time, I became aware of the lens I used to view my students and teaching. While 

previously I sought to instil instructional mathematics and science practices that promoted pedagogical 

content knowledge (Ball et al., 2008) such as productive discussions (Smith & Stein,, 1998, 2018), I now 

understood the importance of educators knowing their students and considering the life experiences 

they have in the mathematics classroom. I had also come to realise that I was a member of several 

dominant groups in the United States (i.e., white, heterosexual, and follower of Jesus) that afforded me 

privilege that some of my colleagues and my students did not have. I also realised that I held colour-

blind beliefs (McIntosh, 1988). As a result, I hungered to know more about the experiences of my 

colleagues and students who were different than me. I sought to create a space in my classes where 

students could bring their whole selves and support their agency as teachers and their students’ agency 

as STEM learners. Some of my PSTs, however, did not value this aspect of the course, with several 

stating that more emphasis should be placed on the STEM content. 

Most recently, I taught a new STEM elective course for elementary teachers focused on a 

commitment to all learners (Losoya & Eddy, 2026). One of the goals of the course was for PSTs to 

understand the importance of identity development, lived experiences, activism, and participation as 

key constructs for STEAM disciplines in K–12 classrooms. One of the course assignments, Identity 

Development as STEAM Activists, had three components: reflect on experiences in STEM in grades 

PK–12 and outside of school; investigate a STEAM activist, individual or an organisation; and reflect 

on two components that support them as a future STEM teacher. This assignment, much like the 

autobiography, gave the PSTs and me a mirror and window into PSTs’ lived experiences (R. S. Bishop, 

1990).  

Fardowsa’s Episodes  

Episode 1: From interdisciplinary roots, constrained environment to modelling teaching 

mathematics for social justice with prospective teachers 

My teaching career began in an international school, teaching middle and high school mathematics in 

West Africa. As a beginning teacher, I faced challenges that included teaching multiple grades in a 

classroom, and students that needed various accommodations. I was, however, able to overcome those 

challenges though support from colleague teachers. I learned to humanise mathematics by centring 

students’ experiences and community concerns (e.g., student-led inquiry into global poverty). For 

example, collaborating across science, social studies, and language arts affirmed mathematics as 

meaningful and culturally relevant (; Gutstein, 2006; Ladson-Billings, 1995).  

I faced new challenges when I returned to  schools in the United States, teaching high school 

mathematics. For example, high-stakes testing, time pressures, and limited support for 

interdisciplinary work constrained those practices that I used in the past. These challenges have 

informed how I instruct preservice teachers to incorporate mathematics with social justice topics that 

are important to them and their future students, thus facilitating experiences that honour them and the 

social issues that are relevant to their lives. I supported PSTs to view mathematics as a tool through 

which learners can interrogate the world around them ( Gutstein, 2006; Ladson-Billings, 1995).  

I believe it is essential that PSTs understand how to teach mathematics for social justice. Facilitating 

the activity, “Papi’s 70th Birthday?” (Aguirre & Zavala, 2013) with PSTs was a pivotal experience in my 

work. In this activity, the PSTs struggled to determine how three siblings might share the cost of a 

birthday celebration. Through the lens of social inequalities, the activity emphasised that mathematics 

could support critical reasoning and social analysis. As I guided PSTs through determining how three 
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siblings might fairly share the cost of a birthday celebration, I could see their assumptions about fairness 

being challenged.  

Episode 2: Teaching mathematics for social justice, emotional preparedness, and caring with 

awareness 

Teaching mathematics for social justice is challenging work that requires emotional resilience from 

teachers. During an interview with one beginning teacher who was a previous student in my 

mathematics methods course, I found the challenges I faced decades ago in the classroom continued 

today in her classroom. This beginning teacher described her struggle of balancing her students’ diverse 

needs. She also explained the structural pressures, such as standardised testing and mandated curricula 

that heightened the challenge of teaching mathematics for social justice (Mahdi, 2025). 

The experience had made it emotionally challenging for her to teach mathematics for social justice 

while preparing students for state-mandated assessments. More than ever, I resonated with Kokka’s 

(2022) concept of “caring with awareness”, and this conversation reinforced for me the importance of 

intentionally fostering emotional preparedness in teacher education. As a mathematics teacher 

educator, I recognise that emotional preparedness needs to be an intentional part of our preparation 

programs. Facilitating peer discussions, modelling emotional vulnerability, and creating room for 

ongoing mentorship can help future teachers manage the emotional labour of this challenging yet 

critical work. 

Queshonda’s Episodes  

Episode 1: Reimagining mathematics: Teaching for justice, relevance, and joy 

During my first years of teaching, I taught mathematics the way I had been taught but I had not yet 

questioned the deeper purpose behind what I was doing. Then I had an epiphany. I began to realise 

that many of my students, especially those who did not want to be in school, were not there by choice. 

They were being forced to attend by their parents, guardians, or the state. I started to imagine what it 

would feel like to be required to sit in a room for hours each day where the walls were white, the teacher 

spoke in a monotone voice, and the content felt irrelevant. I imagined that it would feel like a prison, 

like punishment, rather than an opportunity. 

That realisation changed my approach to teaching. I knew I needed to offer more than procedures 

and practice problems. I began to explore ways to make mathematics relevant, empowering, and joyful. 

I started using projects from my informal STEM experiences, connecting mathematics to students’ 

backgrounds (Ladson-Billings, 1995), and using more relevant, cognitively demanding tasks (Smith & 

Stein, 1998). Now, in my mathematics methods courses, I require PSTs to connect mathematics to 

students’ experiences. They use robotic vehicles, base-ten blocks, and other hands-on materials that 

support student learning in ways that are engaging, relevant, and fun. 

That moment in my third year of teaching didn’t did not just change how I teach. It transformed 

what I believed mathematics could be. It is more than a subject. It is a way to make sense of the world, 

a means to advocate for justice, and a source of joy. This shift, however, did not happen without 

challenges. For example, one of the assignments in my methods course requires the PSTs to go on a 

walk in their students’ communities and identify places that can be utilized to develop mathematics 

tasks. Initially, some PSTs are resistant and frame it as an unrealistic task for classroom teachers to 

engage in. PSTs have also expressed similar reactions when being asked to integrate robotics and 

coding into mathematics. Often, once they have gone through the process, many of them realise the 

value in the assignments. 

Episode 2: The system was failing them: A coach’s realisation  

Before working at the university level, I served as a K–12 mathematics teacher educator. In this role, I 

supported secondary mathematics teachers by identifying instructional resources, engaging in 

collaborative planning, co-teaching lessons, and modelling effective instructional practices. This 
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experience allowed me to observe mathematics teaching across a range of classroom contexts. While 

many teachers demonstrated strong instructional practices and a commitment to improving their 

teaching, I observed that less effective instruction was more often experienced by Black and Brown 

students. There was one classroom where students were often clustered in small groups, talking, 

laughing, or sitting passively with nothing in front of them. When they did have work, it was usually 

worksheets disconnected from context. This deeply affected me because I saw myself in those students. 

I knew they had potential, curiosity, and capability. I knew this because of my own experience as a 

student who attended a predominantly Black high school where teachers taught mathematics in an 

empowering way. Consequently, I knew it was possible to do better. Unfortunately, the classroom 

environment was not supporting their growth. When the teacher asked me to model a lesson, I accepted 

and designed one with students’ interests in mind. I connected inequalities to something relevant: the 

amount of money YouTubers makes per view. The students were engaged, curious, and active 

participants. That experience confirmed that the issue it not always the students, instead, it is sometimes 

the way mathematics is taught. 

These types of experiences inform my work as a university MTE because it inspires me to share 

these stories with my students to raise awareness and inspire change. I also use resources (e.g., Aguirre 

et al., 2013) which highlight the importance of equitable mathematics teaching. I am often encouraged 

when PSTs contribute to the discussion regarding how they have addressed a particular situation more 

equitably. Sometimes these conversations are met with silence, resistance, and the blaming of students 

and their families. These reactions are challenging to navigate as a Black woman, and the emotional 

labour can be exhausting. At times, it is hard to discern whether the silence reflects discomfort and 

uncertainty, or a deeper reluctance to reimagine what is possible for Black and Brown students. 

Navigating this tension requires me to both support PSTs in growing their practice, while also 

grappling with the possibility that not all are ready or willing to do so. 

Discussion 

Through narrating our key episodes, we illustrate how our lived experiences influence our pursuit of 

humanising mathematics with PSTs. Nirmala’s episodes reveal how her experiences as an English 

language learner and as a mathematics teacher in her home country, where Eurocentric practices were 

prioritised and valued over culturally relevant approaches, shaped her pedagogical stance. These 

formative experiences prompt her to challenge whose mathematics is valued and to elevate the diverse 

mathematical practices that emerge from communities, cultures, and everyday human activity 

(Gutiérrez & Rogoff, 2003), and provide space for her and her students’ continued transformation. 

Karisma’s episodes highlighted how her identity as a mother scholar (Simic-Muller, 2018) spurred her 

commitment to ensuring that all children, regardless of background, receive mathematics instruction 

that is rigorous and meaningful. As an MTE, she promoted and modeled the type of mathematics 

teaching where students’ feel seen, heard, and valued in the classroom and the mathematics curriculum 

is centred in their culture. 

Colleen’s episodes highlighted her identity as a lifelong learner who is inspired by the expertise of 

other MTEs and the lived experiences of her students. She valued being part of a collaborative group 

that challenged hierarchical structures that impose power dynamics that can hinder the pursuit of 

humanising practices. Her approach to humanising mathematics involves humility, curiosity, and 

grace as she engaged with colleagues and students, which subsequently aided in collective growth. 

Fardowsa’s episodes illuminated how her prior experiences as a classroom teacher in a West African 

international school contributed to her commitment to teaching mathematics for social justice (Gutstein, 

2006; Kokka, 2022). For her, this focus elucidates the very human aspects of people’s lives that can be 

critically explored using mathematics. Key to this was her utilisation of empathy and care (Amidon et 

al., 2020) in her work with PSTs, recognising that teaching mathematics for social justice may often take 

an emotional toll. In Queshonda’s episodes she described how her identities as a mother and learner 

converge to influence her emphasis on providing culturally relevant pedagogy to PSTs, which often 
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includes connections to STEM contexts. Her approach involved a commitment to transforming 

mathematics education into a space that empowers through teaching mathematics for social justice, 

takes advantage of STEM contexts, and affirms students’ identities    through culturally relevant 

pedagogy. 

Tensions 

Through our process of living, reliving, telling, and retelling we also recognised that there were several 

tensions in our pursuit of humanising mathematics as MTEs. These tensions emerged through 

questions that we asked one another and continue to ask ourselves. We share these tensions in hopes 

that our vulnerability and transparency may be useful to other MTEs. 

First, we grappled with negotiating the identities we hold that evoke privilege and oppression 

within our mathematics teacher education spaces. Our identities as MTEs in a higher education context 

affords us privilege within our classrooms and professional development spaces, thus positioning us 

as having specialised expertise and power (). While we make attempts in our practice to redistribute 

this power, as evidenced in Colleen’s episode, we risk remaining stagnant if we do not admit that there 

is more yet to learn about ourselves and others. And even when we commit to doing this, we may have 

blind spots that can significantly impact our practice (Kitchen & Brown, 2022). Queshonda’s episode 

adds another layer to this by illuminating that even as higher education faculty with privilege and 

status, we may still feel the weight of having to repeatedly argue for the importance of humanising 

mathematics. For instance, while PSTs may be open to exploring inequities, some are resistant to 

engaging in conversations that centre race and racism (Simic-Muller et al., 2015). Rejection of 

humanising mathematics intended to bring about racial equity in the mathematics classroom can feel 

like a rejection of the need for mathematical literacy for the marginalised groups that some MTEs are a 

part of, making that rejection especially personal and hurtful. 

Second, we continuously engage with, and sometimes confront, our own perceptions of 

humanising mathematics as we recognise that they may not have the intended result (Andrews et al., 

2019). We ask, “Are we, in fact, engaging in humanising mathematics with our students in a way that 

they perceive to be humanising? How do we meet PSTs where they are without compromising a vision 

for more humanising mathematics?” Nirmala’s and Karisma’s episodes reveal that even well planned 

and well-intentioned activities designed to promote humanising mathematics may ignore real needs of 

students and reinforce mathematics related inequities, respectively. Karisma’s episode also explores 

maintaining the balance between attending to mathematics anxiety and low self-efficacy among 

elementary PSTs and engaging them in learning experiences that uphold mathematical rigor and 

productive struggle (Bartell, 2013; Koestler et al., 2023). Leaning too much on the former may result in 

the under preparedness of PSTs for the actual teaching of mathematics while leaning too much on the 

latter may negatively affect PSTs’ mathematics teacher identity. The question arises, “How do we 

maintain that balance?” Student feedback on the effectiveness of humanising mathematics in our 

courses may be a useful indicator, however, Karisma’s episode also illustrates the tension between 

valuing students’ feedback and not ignoring the possibility that negative feedback could be based on 

biased ideologies around race or other identity markers (Chávez & Mitchell, 2020). 

Third, we consider how our identities as MTEs are shifting as we pursue humanising mathematics 

in response to the needs of the PSTs we teach. Pursuing humanising mathematics may look very 

different with today’s PSTs than with those of ten or even five years ago. Over the last decade, global 

society has been shaped by events such as the COVID-19 pandemic, racial unrest and the salience of 

Artificial Intelligence (AI) and social media that have greatly affected how we prepare PSTs to teach 

(e.g., Greenhow et al., 2020; Jamal, 2023; Navarro, 2020). Within the local United States contexts, there 

have been movements that have influenced legislation that severely hinder the enactment of 

humanising mathematics in teacher education programs. There has been a huge push for the 

standardisation of education, that subtly invades teacher education spaces and mandates the inclusion 

of topics that align with this new approach to learning mathematics that consequently reduces the time 
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available to fully engage in humanising mathematics with students (Fenuku & Akpaku, 2024; Krise, 

2016). Factors such as these impact how PSTs view the world and themselves in it, especially as 

educators. Similarly, as MTEs we also wrestle with how we are viewed by education stakeholders and 

consequently how we view ourselves and our roles considering these growing societal changes (Price 

& Osborne, 2000). Has our role shifted to preparing PSTs to teach mathematics in ways that are aligned 

with broader educational priorities that do not attend to humanising mathematics? How do our 

perspectives fit in the broader conversation around how PSTs should be prepared? 

We also wrestle with navigating the external realities of schooling structures and our preparation 

of teachers to teach mathematics within those structures. For instance, traditional K-12 schooling 

involves the standardisation of assessments and curricula to hold teachers accountable for students’ 

learning. However, often in mathematics these assessments and curricula do not have a focus on 

humanising mathematics (Sleeter & Carmona, 2017). This standardisation may be especially appealing 

among PSTs who are high mathematics achievers as they often subscribe to the notion of the universal 

nature of mathematics versus the situational nature of mathematics (Suominen et al., 2018; Toh et al., 

2013). Furthermore, there is the pervasive belief that mathematical proficiency is relegated to a select 

group (a group to which they belong), and as such not doing well mathematically is solely attributed 

to student aptitude and effort. Further complicating this is the disconnect between the humanising 

practices we advocate for in teacher education and the practices that PSTs often observe in their field 

placements (Allsopp et al, 2006; Brown et al., 2021; Howell et al., 2019; Zeichner, 2010). Given all this 

we sometimes question whether we are adequately preparing PSTs for their professional realities. We 

assert that humanising mathematics is necessary, yet we also recognise the restrictions that teachers 

may have to teach in this way due to these schooling structures. However, as illuminated in Fardowsa’s 

episode, teaching PSTs to advocate for themselves and their students is important, but this must be 

coupled with care and understanding regarding their teaching realities. How do we navigate these 

challenges? What should we prioritise in our instruction? What role, if any, should creative 

insubordination (Gutiérrez, 2016b) play in our preparation of mathematics teachers?  

Implications for Other MTEs  

The study reported in this article has several implications for MTEs. First, our work illuminates the 

benefits of counter spaces (Ong et al., 2018; Schwartz, 2013) in the pursuit of collective critical inquiry. 

Having a counterspace where we were able to reflect individually, share our reflections, and receive 

constructive feedback was invaluable to each of us. Our safe space allowed us to be vulnerable with 

one another without fear of judgment. We share a collective vision for enacting humanising 

mathematics in our teaching of PSTs, and we recognise the need to be both supported and challenged 

in ways that would foster our growth. We were also able to use metaphors of windows, mirrors, and 

sliding glass doors (R. S. Bishop, 1990) to explore our experiences with humanising mathematics as well 

as seeking to understand those experiences and those of others. Specifically, windows allowed us to 

learn more about each other's experiences, mirrors allowed us to reflect on our individual experiences, 

and sliding glass doors provided a way for us to step into and engage more fully with the experiences 

of others. We encourage other MTEs to seek out opportunities with your institutions and professional 

organisations that can serve as counter spaces to pursue similar work in your contexts. 

We also believe that critical inquiry into personal practices modelled in this article is a good 

example for PSTs to follow in their own practice as mathematics teachers. Therefore, we should share 

our own struggles and gains as MTEs committed to humanising mathematics to further humanise the 

process for them. It is important for PSTs to see that none of us ever arrives at perfectly implementing 

humanising practices partly because these practices are so context and classroom dependent. No two 

contexts are the same, nor do they require the same exact approaches. Similarly, no two sets of students 

are the same, and as such being responsive to unique needs is necessary. Therefore, being open and 

vulnerable with PSTs about our journeys in implementing these practices may have great impact on 

others’ journeys. We expand on the work done in our counter space by providing opportunities for 
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PSTs to claim authority over their mathematics learning experiences, honour multiple mathematical 

traditions, value diverse ways of knowing, and engage their students holistically (Gutiérrez, 2018).  

Our pursuit of humanising mathematics provides powerful affordances for weaving funds of 

knowledge (Gonzalez, Moll & Amanti, 2005), culturally responsive mathematics (Gay, 2000), 

ethnomathematics (D’Ambrosio, 1985), and critical mathematics education (Frankenstein, 1983; 

Gutstein, 2006; Skovsmose, 1985) into the fabric of our teaching and scholarship. Also, we admit that 

engaging in humanising practices may require that we exercise patience and grace. In many cases, PSTs 

may be exposed to humanising mathematics learning experiences for the first time in their mathematics 

learning trajectories. As such, it may be a bit jarring for them at first. But creating a mathematics 

learning environment that is built on trust and genuine care is necessary. Frameworks such as Torres’s 

Rights of the Learner (Kalinec-Craig, 2017; Rupe, 2025) may help PSTs to unlearn some of the 

potentially harmful ways that they have had to engage in mathematics activity without agency and 

confidence (Kalinec-Craig et al., 2023). When engaging in humanising mathematics involves 

exploration of challenging or controversial topics, allowing space for critical grace (Amidon et al., 2020) 

may provide a way to navigate conversations without diminishing their urgency or importance.  

Conclusion 

We are five MTEs who individually and collectively draw from theories that centre humanising 

mathematics education. We have come to realise that humanising mathematics is not a fixed 

destination, but an ongoing process that requires us to listen, adapt, and grow alongside the learners 

we work with. Our paths to humanising mathematics are varied and are influenced heavily by our 

respective positionalities and experiences. We bring our whole selves into our collective space of 

reflection to explore how we can engage in critical inquiry to further develop our practice. While 

tensions and challenges inevitably arise, we also hold on to hope that the seeds we plant and nurture 

in our courses may one day bloom in our students’ teaching trajectories. As such, we leave you with an 

excerpt from a former PST’s email to Nirmala, reflecting on a course she took many years earlier. The 

Plinko activity she recalls was used to explore connections between statistics, society, and everyday 

experiences. This brief note, though informal, reminds us that humanising mathematics can extend 

beyond the immediate classroom experience: it can shape how PSTs remember mathematics, what they 

come to notice about it, and how they carry those experiences into their own teaching.  

Hello! It is so wonderful to hear from you. Thank you so much for reaching out! I am just seeing your 

email as I transition back to work this week. … Much has changed since our last time together. I think 

of my time at [institution name] fondly, and you had such an impact on my academic experience. Every 

time I see Plinko, I think of our work together! 

The PST’s experience extended beyond the course itself, as the Plinko activity later became the basis for 

a collaboratively published article (Naresh & Royce, 2013), creating an opportunity for the PST to 

participate in mathematics education scholarship. While the work that we do as MTEs remains messy 

and ongoing, such moments remind us why we continue to listen, reflect, adapt, and nurture the 

possibility that what happens in our courses may influence how mathematics is understood, taught, 

and experienced beyond them. 
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