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ABSTRACT

The objective of this study is to analyze the ptitdity of the history of mathematical educatiorthe
complex field of the education of the basic eduratMathematics teacher. Considering that the
historical knowledge is of great importance for gdication of this professional, this text has been
organized in three segments: the first deals wighabsence/presence of history in the educatitimeof
Mathematics teacher; the second treats the normispearctices that give meaning to the school
mathematics; the third focuses on the professipasl of the Math teacher. At the end, it emphasizes
the role of the history of mathematical educatiortbe reconstitution of the professional identify o
the math educator.

Keywords: history of mathematical education, idigntif the math educator, school culture

RESUMO

O objetivo deste estudo é analisar a potencialidad@stéria da educacdo matematica na formacao do
professor de matematica, no complexo campo da e@ladssica. Considerando que o conhecimento
histérico é de grande importancia para a educagdwafissional, este texto foi organizado em trés
segmentos: o primeiro trata da auséncia / presededistoria na educacdo do professor de
Matemética, o segundo trata das normas e pratiEasdqo sentido para a matematica escolar, o
terceiro incide sobre o passado profissional dfepsor de matematica. No final, o trabalho enfatiza
papel da histéria daeducacdo matematicana réwiglb da identidade profissional do
educador matematico.

Palavras-chave: historia da educacdo mateméatieatjdéde do educador matematico, cultura escolar

Absence/presence of history in the education of the Math teacher

In the explanation of the historiographic operatiGerteau (1982) affirms that by making historg th

historian “produces something for someone”. To kpabout what he produces, he keeps a
relationship with a social place, the place fromichithe tells someone what he produces. Admitting,
as Certeau, that history is a fabrication, we aekedge the existence of a community that has its ow

place and a specific production.

This image of history as a fabrication, which hHasown place, takes us to the observations made by

Valente (2005a) that the historian’s task, by pmoodg historical facts, is of “writing history,
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historically” and that “by asking how current issueave been naturalized, the historian would be
defining his working territory as the one of thestéry of Education” (p. 25).

Only recently has the history of education focusedthe investigation of internal aspects of the
school, such as the subjects and the school culsrdulia (2002) emphasizes, the scientific field

history of education has been changing with time.

History of Education has been, in its main linepphtical and institutional history, when

the fights between the Churches and States were motent: it meant, at that time,

positioning oneself for or against the Jesuitsdioagainst the French Revolution and its
conquests. The history of education modified itdurea when high school was

“democratized”, starting in the 1960’s, concentrgton the problem of the relationship
between the school success and the socio-cultoh@ritance. However, even in this
perspective, the process of knowledge transmissibrihe school remained out of
analysis, as a type of general postulate, estatdjsa priori, some proximity between the

values and thbabitustransmitted by the school (JULIA, 2002, p. 37).

Despite showing “little interest” of education luist in questioning the actual teaching practicesd an
the results obtained by it throughout history, daltknowledges that the macroscopic knowledge was
important because it served as an antidote agkilsst ideologies, such as the teachers’ complaints
about the decrease of the students’, reportingotdesn or mythical era in which the set of students

would have acquired the command of language orathkmatics” (p. 38).

In Brazil, the subject of History of Education lasupied “the position of a subsidiary knowledge” i

courses of teacher education. According to War@8@), when it was instituted as a subject in those
courses, it was, at the same time, detached framHiktory Field, remaining subordinated to the
philosophy and in second place in relation to dogy, psychology and biology, becoming a subject

with a moralizing character.

For Carvalho (2005), the curricular compositiontlo¢ teacher education courses “destined to the
subject the main role of supplying a matter for fitelosophical reflection on the objectives of
education, illustrating the pedagogue by supplyengepertoire of ideas and embodied into large

pedagogical systems” (p. 34).

Nowadays, this disciplinary practice has been dqumsti due to “the redefinitions of the objects, of

the criteria of scientific rigor that have beemstrming the historiographic production”.

Strongly based on the questioning and perplexitiasare its contemporaries, the history
of education starts to thematize the perspectivehef subjects of the investigated

processes, working with tlrepresentationshat the historic agents make of themselves,
of their practices, of the practices of other ageanf institutions — such as the school —
and of the processes that constitute them. New @ébeamd new approaches gain the
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preference of the education historians, originatiegy research fields, articulated around
investigations about cultural practices, their eatg and products. In the reconfiguration
process, the history of education multiplies it$elfa plurality of domains, — history of
the school subjects, history of the teaching psiées history of curriculum, history of
the school book, etc. (CARVALHO, 2005, p. 35).

The renewal of the history of education not onlgr@ased its investigation field, but also gave bigg
visibility to the historicity of practices and attides naturalized with time. This advance has been

followed by an intense conceptual and methodoldgéfkection, as Carvalho observes.

As a new subject of the history of education, tieony of mathematical education has also been
challenged to explain the conception of historyt tthimects its historian practice, to overcome its
search for “truth” in a static past that used teetthe historical fact as already built, waitingyofor

an exact description of the historian, without hagvio problemize it based on the present.

In Brazil, the hybrid field of mathematical educetj formed by different epistemological matrixes,

has also been subject of questioning about itsypatdies for the Math teacheeslucation.

In a more recent study, Valente (2010), emphasitiegdifferent experiences of the use of history in
the Math teacheeducation, such as the History of Mathematics, Hietory of the Mathematical

Education and the Oral History, makes the follonabgervation:

Thus, it looks like there are already several wexgeriences with the use of the history
of the math education in the education of the Matdther. They have been, as shown,
subject of reflection by the area researchers kel tonclusions point to the important
role of the insertion of this knowledge in the teacs education. It seems that there is an
unanswered question by the work already done: whistory of the math education
should be taught in the College Courses? The aquestums up the concerns in
systematizing a set of knowledge that should beidened fundamental for the teachers
education (VALENTE, 2010, p. 130).

Since it is an interdisciplinary field, in the sy of the math education there are diverse knogded

areas: history supplying conceptual tools, edunatifiering its historical time, math supplying its

contents. To describe it historically, it's up teethistorian to investigate the clues left in thespnt,

by the past school habits, not from the referemis fmath, but with the conceptual tools of history.

One of the ways of making history of math educaiiora historicized manner, that is, of dealing
historically with its object that is the school mmatvould be to pick up the movement between
“saying” and “doing”, as Certeau said, establishengelationship between a discourse and a practice.

This way, as a human activity and a social prachicgory would follow the steps of a social group,
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going to the subjects to look for the meanings mive their actions, trying to understand the

“strategies” or “tactics” used by them in the agpration of a determined cultural object.

Understood as the discursive practice of the sghbelhistory of math education would express not
only the school grammar of a specific period, tisathe set of norms that would produce a school
culture, but also what the school privileged as tieEessarymathematical knowledge for the

education of the subjects.

In this conception, it would be the historians’ pessibility to build historical facts interrogating
sources through legitimate questions that wouldwalthe criticism of the documents. Trying to
transform the marks of the past into historicalt§atche historian faces a complex task when he
considers that the criticism to be made to the dwmis, requires, besides a rigorous look at the
characteristics of the material and the coherefitieeohistorical space by which he identifies hithse

a good knowledge of the historical-educational achof the investigated object.

If we analyze the production of the Brazilian Mattucation, we find few studies that use this
historical point of view to understand the arrivdl the reforms in the school practices and their
impacts on the school culture. Also, the historiaablyses of how the school books have been

appropriated by teachers and students in diffédrstorical periods are recent.

In relation to teaching, the educational projehts include the subject Education History in thetiMa
curricula are also rare. An implication of this ebse falls upon the reinforcement of the mistaken
point of view that history does not offer any cdmition to the teachers’ education. Another
implication would be the permanence, throughoutibhys of the representations that to teach Math it
would be enough to have the command of the matkvlauge and that the pedagogical knowledge is
not scientific or even that education isn’'t a sceen

Even though the Math College Courses include irHistory of Math their curriculum, recent studies
have questioned the pedagogical relevance of tistsdies for the exercising of the teaching
profession (Valente, 2002; Miguel and Miorim, 2004)

Valente (2002) says that many alternatives that ten tested in the practice of this subject “tend
reinforce the character of the education for tis@ching of mattand not for the math education”
(p.90). As the author explains, the Curricula Glinds of 1999, recommending that the subject
History of Math deals with the development, origimd evolution of the mathematical ideas, investing
only in the mathematical culture of the future tesr¢c ends up reinforcing the idea that the knowdedg

with which the teacher works is directly the sanknowledge.
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[...] reinforces the idea that the knowledge thecher uses in his pedagogical practice
with children and adolescents is the knowledge hid tmathematicians. This way,
removed from this knowledge, the teacher needstbrkearn it, and, next, learn how to
teach it. We are facing the old 3+1 formula, tisatMath + Didactics. The old objectives
of education for the math teaching are still vVAFdALENTE, 2002, p. 90).

By investigating a cultural object, such as schoath, the historian of the math education is induce
to question the several fields that have given animg to this curricular component, the connections
kept with other cultural practices, consideringt titg history does not occur separately in spavelti
For this, it needs a method, so that the present diglogue with the past and which allows the
understanding of the continuities and ruptures thete marked the school culture in different
historical moments. This method, by placing theeobj(school mathematics) in dialogue with the
social body, expresses a conception of making fiyiskt@at conceives every culture always as a culture

of a group, which means placing the investigatgdatln the educational temporality.

Normsand practices: the history of the subject and the school culture

According to Chartier (2007), the big challengesprging itself to the cultural history is “how tarik

the articulation between discourses and practie§7).

Making math education cultural history requirespxaball, understanding how, in certain historical
moments, the curricula reforms that proposed aletihe school math have been used by the main
transforming agents — teachers and students — dmchwneanings the appropriations of the new
curricula matrixes have given to the complex scloulure. In this perspective, the history of math
education has shown that the protagonists of thoems have assumed positions and acted purposely,
has indicated that the disciplinary practices efghhool, as all the cultural practices, are peteceay

control mechanisms that give objectives to the skceducation.

According to Chervel (1990, p.188), the complexegcbjes of a school subject are not disconnected
from the history of their teaching. Its study start thecorpusof the subject, in the series of official
programmatic texts, ministerial discourses, lavexrees, agreements, instructions, leaflets, sdtteg

study plans, the programs, the methods, the exsraisc.”

Looking at the past school culture, the historiaofs the math education that develop such
epistemologic project, analyzing the reinventioristtee reforms from the questioning of several

sources have tried to answer lacunar questionsieftesent.Orientating their research from the

! The research being done in Brazil by GHEMAT (Gratiplistory of Math Education) stands out.
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theoretical concepts and methodological procedseesched in the Field of the cultural history, the
followers of this historical approach have constith a dynamic learning laboratory of the
historiographic art, concentrated, mainly, in thecahstruction of the representations naturalized

throughout history in the Professional practicethefteachers.

These pieces of research have emphasized, in thext® of the different international movements of
modernization of the school math, the actions otred figures of the Brazilian math education, such
as the relevant role of Euclides Roxo in the caumstin of the Math subject, in the 1930'’s; of the
pioneering and enterprising action of Osvaldo Sangiji in the dissemination of the Modern Math
Movement (MMM), not just showing ideologies, polesiiand resistances that have marked the
trajectory of the school math of the basic educatioBrazil. Connected to the international events,
these historical studies have given visibility e tmeanings that representatives of different camt
have given to their actions, by investing efforissearch of a mathematical education of the best

quality.

The recent projects of international cooperatiomehallowed opening of frontiers and emphasized
dynamic spaces for the circulation of ideas matiedlifferences and divergences between the local
and transnational education. This has allowed tderstanding of history as the reading of time,
which, according to Chartier (2007, p.81) whenidtahces itself from space/time to visualize the

present better, contributes to “non-dissociabl®wif the global and the local”.

In these stories, a simple school notebook, a $diamk and a math test are discourses representativ
of a past that doesn’t exist anymore, but which Ieéstraces in the ways of using a new program

prescribed to attend to a large educational prakits historical moment.

The production of the school material is alwaysitaegs of a time that has passed and has leftstrace
of meanings to be interpreted by the future geimrst The number and quality of the exercises, the
didactic manner of presenting the subject, theuatadn practices, are important evidences for the

understanding of a professional past/future froesent issues.

As Chervel (1990) said, in each era the schoolestbjare at the service of a determined educational
finality, not restricting themselves only to thepbgit and programmed teaching. Their real objexgiv
are not found only in the official texts and to geknow them it is necessary to understand “whgsdo

the school teaches what it teaches?” going to ¢dagpogical reality.
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Examining Arithmetic, Geometry, and Algebra noték®of a high school student in the 1940s, the
historian may ask about which objectives were redchy those school subjects in the student

education.

Analyzing Reforma Capanemi is possible to understand that in Brazil thghhschool programs of
that period concentrated in the education of theirdy elite of the country, as minister Gustavo
Capanema had announced in his renowned speeckrmipditasized the classical culture of the high
school education of the Vargas ewathematicéfulfilled its disciplinary role of cultivating thenind

of the privileged portion of the population thatdhaccess to high school. Contextualized in the
sciences themselves, the subjects invested in drmamorganization, in the refined thinking, in the
memorizing abilities, considered important for fugentific culture yearned for in the beginningtodé
industrialization in Brazil.

The notebook records showed traces of a profedsiaftare of the teacher, centered in the command

of contents that implied on the training of theibrarough an exhaustive resolution of exercises.

Reconstituting the facts, the historian tries toanstand the profile of the high school teachehin
republican project. The teacher, usually an engjveas the holder of the mathematical knowledge to
be transmitted to the student, with all the fortyalstrictness and abstraction of the science, thi¢h
characteristics of the cultural capital desiredH@ acceptance by the university and participation

the country’s driving elite.

After two decades, the practices described werkhhichallenged. Within a movement of expansion
and democratization of the high school, Math stertbe considered a language of the sciences and
techniques that should perform its oaggiornamentoppdating and modernizing its teaching from

the notions of set and structure.

With the imprints of Bourbaki and Piaget, ModerntMaomes to light as a fundamental element in
the formation of individuals, in a world marked kiye prominence of science and technique, in
opposition to an agricultural and handmade socibgt has been vertiginously annulled by the

advances of capital.

However, as the recent historical studies on theNWlodern Math Movement) indicate, it seems

that all the pedagogical apparatus idealized toemizde the school math has not been sufficient to

2 Even though th&eforma Francisco Campoisitegrated the different mathematics into ongesttbn 1931, the
high school attended by the author of the notetstitiknaintained, in the 1940s, the teaching ottmietic,
Algebra, Geometry and Trigonometry in separateesith

® The book used, “Notions of Algebra - Elementaryi3e” (F.T.D. Collection) - 1924, had 1000 exersise
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guarantee the desired “scientific education” of plgulation, considered indispensable to prepare th

new generations for the fast advances of the tgolkerand science.

At the time of the decline of the MMM, Piaget aitied the mistakes committed in the practices of
the Modern Math, saying: “Even though the contewight is ‘'modern’, the manner of presenting it
remains sometimes archaic from the psychologiciitmd view, while based on the simple transfer of
knowledge (Piaget, 1984, p.14).

In this sense, the historians cannot underestithateveight that theepresentationtiave in the school
culture. By saying that school subjects are on®fmost creative cultural productions of the s¢thoo
not limiting their object to the reference area(thath science), they establish a fruitful dialogith

the social body.

Thus, knowing the past of a school subject anduttiral imprints allows a better visualizationtbé
present and understanding of the continuities aptures of our professional culture compared to the

one of the agricultural Brazil that gave its fisg¢ps in the industrialization.

What has changed in our manner of working the nma#itieal contents, in the manner of using the
school book, of evaluating the learning of the stid, compared to the practices of our professional
ancestors? By thinking about his professional gashy’s teacher may ask about the subject model
that emanates from his professional gestures amd W would be inscribing, in the present,

knowledge from his professional ancestors, modiled globalized world.

The history of the mathematical education, by aaming norms and practices, intents to apprehend
the movement between the official discourses armdr tbchool appropriations, showing that the
professional knowledge, as a cultural product, &&® its own manner of production, challenging us

to question “which representations” of the pasteheantributed to make us the professor we are.

The professional past of the Math teacher

Névoa (1998) affirms that the legitimating of theiemtific field of education has been marked

according to criteria of the exact sciences. Segate justifies the need for a reflection that may
elucidate not only the past, but also the mannewlrich this past has arrived to the present
“influencing our languages, our thinking categor&®l our manners of approaching the educative

problems” (p. 121).

22
RIPEM, V.2, N.1, 2012



The author reminds us that the papers that tryticugate the history of the sciences and the hystd

the professionalization of the teachers are raré¢he first case, the studies deal with epistemoédg
issues of the “knowledge”, without approaching ttumtexts of “power” that have structured the
historical elaboration of the education. In theosel; social images or the professional identityhef
teachers are approached, without analyzing thistioaships with the knowledge, especially with the
pedagogical savvy. This gap in the research, atuptd NOvoa, is due to the ambiguous concepts
that circulate in society, referring to a semi-ace when one talks about pedagogy and of a semi-
profession when one refers to the teachers. Camsidthe different discourses and representations
present in society, the author considers “impossiblunderstand the historical path of the edusatio
sciences without a reference to the institutiomaining, of scientific work and of the professional

utilization of the knowledge” (p. 123).

Thus, the author suggests that the professionalizaif the teachers must be analyzed from the

knowledge and powers that are put into practice determinate historical moment.

In the reconstitution of the history of the Matladber professionalization in Brazil, Valente (2005b

points at two fundamental phases that have matetrajectory of those professionals in our country
The first, preceding the creation of the Philosoflgileges, identifies the math teacher as the
mathematician; the second, started with the appearaof those colleges, differentiates the

mathematician from the math teacher who has thagumegical education required for the teaching.

Until the 1930'’s, the first professional referemdéexr math teacher in Brazil is of the military/emegr,
prepared to teach the practical math required byntilitary arts and by the defense of the national

territory.

According to Valente (2008), our “professional grgeandfather” used to teach dictating part of his
school work concentrated in the Artillery and Hictitions Classes. When Geometry became part of
the juridical courses, the mathematical contengvipusly considered as technical-instrumental
content, reached the general culture category,oppipte to the education of the future graduates,

doctors and engineers.

To teach this new mathematics to a new clientbke téachers (military/engineers) learned to prepare
booklets that helped the students memorize theesubjhis “teaching art” of our professional

grandfather has characterized, according to thboauthe education of the of the Math teacher
throughout a century. How was this professional ehathaped or transformed by the teachers of the

following generations?
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The next generation, the one of our “professiomaindfather”, appeared in the 1930’s, with the
creation of the Philosophy Colleges, institutiolngttbecame responsible for the education of thie hig
school teachers. The replacement of the preparatarses by the system of serialized teaching, the
proliferation of national school books with a neidattic-pedagogical orientation and the unification
of the Mathematics subject, that became part obtleArithmetic, Algebra and Geometry, were the

main determinants of the renewal of the Professipraactice of the high school Math teacher.

Such factors favored the increasing of the debat¢he role of the pedagogical knowledge in the
education of the teachers, which, since the pramade, had been intensifying@blégio Pedro |
with the polemic discussions between the profesSadides Roxo and Joaquim Almeida Lisboa, in

relation to the introduction of a modern pedagagthie teaching of the school math.

During the debates, appears among us, for thetifinst the idea of education of the math
teacher, despite the issue not being describdtksetterms. Replacing the Math teacher,
qualified for his knowledge of the mathematical teon, of the engineer turned into a
teacher. On the other hand, Euclides Roxo becam®efatie first mathematical educators
of our country (VALENTE, 2005b, p. 86).
As a mathematical educator, Euclides Roxo worrigaluaithe student’s learning, acknowledged his
mental development, showed himself knowledgeabta@principles of intuitive teaching. Criticizing

excessive rigor and formalism, he said:

The same way that humanity hasn’t created mathesugdthe individual cannot learn it
ready and finished, to acquire a new capacity sai@iag. One cannot educate the child’s
intelligence with the sudden presentation of a fdrtype of logical thinking. One must
start by letting the student think in his own wdppat the presented problems. After that
it will be easier to mold the student’s thinkingama more formal type. (ROXO, 1937
apudVALENTE, 2003, p. 163).
Roxo did not eliminate the didactic-pedagogical wlemige. Talking about math and high school, he
showed he had deep knowledge of the problems sfidhiching segment and of the advances that the

psychology of the time offered to the teacherslation to the learning of the students.

Different from the mentioned math educator, theheataticians used to create their own didactics
from their experiences in the classroom. It hasolyer emblematic Benedito Castrucci's testimony
justifying that he had not taken the Didactics seusecause he had followed his professor Fantappié’
advice that “didactics has only one good rule: kimpwthe subject”. The mathematician believed that

if the teacher knew the subject, what was left bgiag a good artist (Duarte, Oliveira, Pinto, 2010)

The historical secondary role, attributed to thdgm®gical knowledge in the teacher’s education not

only reduced the teaching role to the mere transfferontent, but also reinforced the model of our
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“professional great-grandfather”, which, accordiogValente (2008), was very well assimilated in

Brazil by many generations of teachers.

In the beginning of the 1960’s, with the dissemoratof the MMM in Brazil, the crisis that was
affecting the education of the Math teacher gaimeg contours. It was a time, according to Catunda
(1961), in which only 20% of the Math teachers irmaBl had college education. The others were

authorized by ministerial decrees to get a registéeach without a specialized education.

With the increase of high schools, Brazil adoptédudficiency examination”, but many of the people
who failed the test continued working, and in thgréssion tests were accepted students of Physics,

Pedagogy and Social Sciences, as long as theicaarhad a minimum portion of Math teaching.

In the large Brazilian territory, the lack of teach to fulfill the needs of the innumerous Juniighh
installed in the small municipalities was solvedhathe hiring of available high school graduated an
liberal professionals. Thus, doctors, agronomissntists and pharmacists became high school

teachers.

For Catunda, the escalation of this critical pietof the teaching profession also happened dueeto t
lack of valuing of the teaching career comparedhi® careers of other professionals of the exact
sciences area. With a very low salary, the Matkhenalso faced ten daily hours of classes, besides
the time used for the preparation of lessons, cbar of tests, meetings, etc. (Catunda, 1961, p.64
apudFehr, 1962).

Simultaneously to the expansion of high school sesirthere was also an increase of the courses of
Math College Courses, with the permanence of thieoclar matrix “3+1” (three years of specific
contents and one year of pedagogical contents).

In 1966 the Brazilian educational scenario wasemesl by Osvaldo Sangiorgi, with more optimism,
in the Second lberoamerican Conference in Limau.P8&razil already had, in that year, 46
Philosophy, Sciences and Languages Colleges, abtl d@f7the teachers had college education
(Sangiorgi, 1966apudFehr, 969, p. 78).

As the Modern Math entered the Brazilian schoaisuimerous habilitation and training courses were
offered to the state and city teachers. In theijonitg, those courses focused on the Modern Math
program, showing the teachers how the new progtamald be worked with the students. In their
majority, those courses were given according tddge of the instrumental rationality of the patdl

project of the Brazilian dictatorial period, whicbnsidered the teacher’s profile as a good teaching
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technician, a good planner of classes and objet#ists, summing up, a modern administrator of the
new program. The absence of a questioning of “ias/taught” and of “to whom it is taught”, ended
up by intensifying the secondary role that the gedécal education had in the professional cultdre o

the Math teacher.

However, more recent studies on the MMM have shthahin the 1070’s, despite the technicist aura,
innumerous experiences in the teachers educatiead the teaching with the research and daring to
break up with the technical rationality in forcetlzét time opened gaps in the crystallized professi

culture of the Math teachers.

The educational potential of the history of mathematical education

In the 1990°s the research on the education oh&adn Brazil welcomed the concept of reflexive
teacher, considering its fecundity for the transfation of the pedagogical practices and for the

improvement of quality of the basic education.

The critical analyses, coming from different coiledy dissecting the concept through several angles,
showed that the reflexive practice allowed a dstit to the paradigm of technical rationality that

fragmented the teacher’s education, disseminatéiaebyeoliberal policies.

However, the proposal as divulged by Schon (199 appointed as reductionist because it focused
individual daily habits of the teachers and ignotteel largest contexts of a concrete social praetice

teaching is.

Giroux (1997), among other critics of this proposdlirmed that more than an artist and a technijcia
the teacher was a critical intellectual and theameflection on the teaching work in the classroom
was not enough for the understanding of the camdiiy acts of his professional practice. Advancing
the debate of the reflexive teacher, ContrerasqjL§@estioned the ambiguity of the field of reflent

and its limits.

It is assumed that the reflection field will hegbuilding emancipating traditions implicit
in the values of our society. However, such valaes not only the ones that represent
emancipation, but also domination. What is questiohere is whether the reflexive
processes, by their own qualities, direct themseteethe conscience and realization of
the ideals of emancipation, equality or justice l®RERAS, 1997, p. 110).

The reflexivity that became recurrent in the cormgerary education of the teachers, by not taking as

object of reflection the profession as a cultunactice, by not being open to the reflections am th
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professional representations, contributed veryelitto demystify the internal elements of the

professional culture itself.

At the end of the last century, the more the edogak courses discussed the importance of this new
concept, the more the history of education wasséd and forced to occupy a non-place in the

educational process. With this, the identity of tbacher entered the 21st Century fragmented.

Committed with the quality of the contemporary eatian, the basic education Math teacher, not
wanting to be a mere technician and instructoeaaher that transmitted contents transformed into a
preparer of students for tests, hopeless with t@sgmt, facing the crisis that ravages the massosch

and the globalization that unsettles stable strastibarely succeeds inedited professional future.

Final Considerations

The history of math education contributes for th&cher’s reflection on his social practice. Beyand
didactic resource for the “teaching of”, it come&hwa longer duration purpose, by conceiving the
education as a process of individual and collectieastruction of the professional identity, the
profession as a human production historically s#dabrings with it a reflexive potential of large

educational value.

In a special manner, its disciplinary fecundityfagused on the reconstitution of the Professional
identity of the math teacher, helping him to reimvlimself in a world saturated with science and
technique. This contribution, however, imposes mmonvenient challenges, one of which is of
“escuchar a los muertos com los ojpas Chartier (2007) said in his renowned inaugciess at the
College de France on October 11, 2007. Listeninghéo voices that come to him from the past,
looking at the other and seeing himself to undadstihe temporality of a social and individual

construction that is the profession.

As Chartier said: “Even though they were bad pregphtihe historians can help us understanding the

heritage accumulated that made us what we are't¢2a97, p.16).

It wasn't by change that we tried to place the ingmace of the historians for the reflection of the
teacher’s education. After all, our intention was reinforce the fertility that the history of
mathematical education offers for the math edudat@stablish an organic relationship with the past

of the present time.
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