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In mathematics teaching, high-leverage practices include eliciting, analyzing, and responding to students' 
ideas and reasoning (Kazemi, Franke, & Lampert, 2009). While a focus on student thinking in professional 
development can be a powerful mechanism for linking pedagogy, mathematics, and student thinking, it is 
less clear how to support teacher candidates (TCs) to leverage student thinking in their mathematics 
teaching. Findings suggest developing an understanding of self as mathematics teacher relates to TCs’ 
capacity for leveraging student thinking as a pedagogical practice and for making sense of their relations 
to the complex dynamics in schools. The tensions TCs experienced when leveraging student thinking in the 
actual socio-political contexts and constraints of schooling and the influence of their identity on their 
representations of practice lead to implications for mathematics teacher education. 

.eyZords� 7eacher ,dentity� 7eacher (dXcation±Preservice, ,nstrXctional Activities and Practices 

7here is emerging consensXs in edXcation research of importance of teachers¶ attention to ³high�
leverage practices´ �e.g., %all 	 For]ani, 2009�. ,n mathematics teaching, high�leverage practices inclXde 
eliciting, analy]ing, and responding to stXdents
 ideas and reasoning �.a]emi, FranNe, 	 /ampert, 2009�. 
%y focXsing teachers¶ attention on stXdents¶ reasoning and then leveraging their thinNing in instrXction, 
teachers validate stXdents¶ mathematical thinNing and sXpport all stXdents in maNing connections, solving 
aXthentic problems, and participating in the discipline �Windschitl, 7hompson, 	 %raaten, 2011�.  

 A focXs on stXdent thinNing in teacher professional development has also been shoZn to be a poZerfXl 
mechanism for linNing pedagogy, mathematics, and stXdent thinNing �e.g., FranNe 	 .a]emi, 2001�. As 
teachers strXggled to maNe sense of stXdents¶ thinNing, they elaborated on hoZ problems Zere posed, 
asNed each other TXestions, and learned aboXt their stXdents and their practice. StXdent ZorN thXs 
promoted collective inTXiry into relations betZeen teaching and learning and sXpported teachers¶ 
e[perimentation in their classrooms �FranNe 	 .a]emi, 2001�.  

Objectives or Purpose of Study 

While research sXggests that elementary teacher preparation shoXld sXpport teacher candidates �7Cs� 
in development of practices sXch as leveraging stXdent thinNing, research Zith 7Cs is less Zidely 
docXmented. Attention to stXdent thinNing in teacher edXcation and inTXiry into instrXctional practices has 
been hypothesi]ed as a Zay to sXpport 7Cs¶ Xnderstanding of teaching and stXdent learning as Zell as their 
enactment of practices of leveraging stXdent thinNing �Windschitl et al., 2011�. , contend that to sXpport 
7Cs in leveraging stXdent thinNing, math teacher edXcation mXst prepare 7Cs to enact these practices while 
navigating the many social, political, and institXtional dynamics in math classrooms and schools that 
complicate and regXlate teacher practice and constrXct images of being a math teacher.  

7he folloZing response from /aXra, a teacher candidate in an intensive elementary masters¶ 
certification program, Xnderlines this point. /aXra is a White female in her late�tZenties from a middle�
income bacNgroXnd. While her age, ethnicity, and socioeconomic class are consistent Zith Zhat 
edXcational research labels as the ³typical preservice teacher´ �/oZenstein, 2009, p. 166�, the folloZing 
discXssion is not meant to present 7Cs as learners Zho have deficient resoXrces or e[periences from Zhich 
to bXild on Zhen it comes to learning aboXt issXes of mathematics learning or teaching for eTXity. 7he 
goal, instead, is to illXstrate the comple[ity of /aXra¶s positioning as an elementary mathematics teacher 
and hoZ she Xnderstands it.  

/aXra participated in a seminar on critical self�e[amination and mathematics teaching in conte[t. ,n a 
Zritten response, she described hoZ her self�Xnderstanding as a mathematics teacher and her 
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Xnderstandings of her stXdents are inflXenced by the Zay her institXtion frames stXdent learning, stXdents¶ 
abilities, and mathematics� 

All the time, Ze refer to stXdents as ³above,´ ³on,´ or ³beloZ.´ ,n many Zays, attaching these labels 
maNes life easier, bXt it also attaches stigmas aboXt the stXdent¶s ability and desire to learn«. >,n my 
math class@ the stXdents ZorN in separate classrooms and Zith different teachers to learn the 3rd grade 
obMectives and to practice problem solving«. My impression is that the e[pectations of their >problem�
solving@ abilities are loZ, and as a resXlt, they are given rather simple problems. �May 3, 2010, 
Positioning statement� 

She identified hoZ labels, sXch as ³above�grade�level´ and ³beloZ�grade�level,´ Zhich are determined by 
stXdents¶ test scores, come to characteri]e the stXdents¶ capacity to learn and motivations. 7he institXtional 
policies of groXping shape teachers¶ e[pectations, define mathematics as sNills or problem solving, limit 
stXdents¶ opportXnities to learn, as Zell as restricted her oZn teaching practices� 

When , sXggested some Zord problems from the 3rd grade math te[tbooN, , Zas told the nXmbers in 
the problems Zere too difficXlt and had to be changed. , recogni]e that for some of my stXdents, they 
ZoXld really strXggle Xsing fractions Zith different denominators� hoZever, , also NnoZ that many of 
my stXdents coXld handle the challenge. Since they are not challenged to solve more difficXlt problems 
�that are still considered 3rd grade level�, they do not have the opportXnity to maNe as mXch progress 
as stXdents in other classes Zho are challenged. �May 3, 2010, Positioning statement� 

7eaching mathematics is fXndamentally aboXt teaching Zithin this comple[ity. 7he conseTXences of 
leaving teachers Xnprepared are damaging, not only for those teachers, bXt also for stXdents, as teachers 
Zho are Xnprepared for the realities of schooling may be Xnable to enact ambitioXs mathematics teaching 
practices. 1eZ teachers need to Xnderstand the dynamics mathematics teaching in their school conte[ts 
that /aXra mentions, and their oZn relationships to these dynamics. Understandings of self and relations to 
these dynamics strXctXre teacher identity. 

Theoretical Framework 

7eacher identity is a comple[ constrXct that is conceptXali]ed in a mXltitXde of Zays in edXcational 
research. 7o e[plore teacher identity and teacher practice, , e[tended -Xdith %Xtler¶s �1999� premise of the 
performativity of gender and gender identity and soXght to conceptXali]e identity as an agentic act as mXch 
as possible Zithin the discoXrses that concXrrently frame identity as a process. 7Cs¶ mathematics teacher 
identities are shaped by the political, social, and institXtional discourses that provide systems of categories, 
terms, and beliefs that organi]e and strXctXre Zays of thinNing and acting in relation to mathematics, 
teaching, and learning �St. Pierre, 2000�. Prevailing discoXrses aboXt mathematics teaching and learning 
that inflXence 7Cs¶ Xnderstandings of being a mathematics teacher may inclXde� institXtional discoXrses 
aroXnd cXrricXlXm and testing �%roZn 	 Mc1amara, 2005�� social discoXrses aroXnd race, class, and 
abilities �de Freitas 	 =olNoZer, 2009�� discoXrses aboXt mathematics as sNills or as practices of ³maNing 
sense´ �FXson, .alchman, 	 %ransford, 2005�� or, discoXrses of teacher as ³savior.´  

DiscoXrses, as theori]ed in poststrXctXral feminist discXssions of edXcation, constrain and enable Zhat 
teachers do, say, and even conceive of as appropriate �%rit]man, 1993� WalshaZ, 1999�. For e[ample, test�
driven school cXltXres in the U.S. create institXtional discoXrses aboXt teaching and stXdents, inclXding 
notions of fi[ed stXdent abilities and one�sided positive notions aboXt standardi]ation �Apple, 2004�. 7hese 
discoXrses, norms, and the Zay they position individXals �e.g., Davies 	 +arre, 1990� are Xnderstood to 
strXctXre teacher identities, inflXence hoZ teachers position stXdents, and interfere Zith teachers¶ aXthentic 
teaching and learning relationships Zith children in their schools �2lson 	 Craig, 2009�. ,n becoming a 
math teacher, /aXra, for e[ample, Zondered hoZ to navigate the ability groXping in her classroom, contest 
teachers¶ loZ e[pectations, and ZorN Zithin competing discoXrses of mathematics.  

7eacher identities have been shoZn to shape Zhy people teach �%rit]man, 1993�, hoZ they Xnderstand 
the mathematics they teach �Gellert, 2000�, and hoZ they learn to teach �+orn, 1olen, Ward, 	 Campbell, 
2008�. 7Cs¶ e[periences as stXdents and Zith mathematics also manifest in practices of attending to 
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stXdent thinNing in math teaching as obstacles or resoXrces �1eXmayer DePiper 	 (dZards, 2009�. While 
there are a variety of inflXences on neZ teacher practice and hoZ 7Cs attend to stXdent thinNing, the 
relations betZeen teacher identity and teacher practice need to be better Xnderstood and identity ZorN 
needs to be fostered in teacher edXcation �Ponte 	 Chapman, 2008�. %Xilding from and responding to 
research on teacher identity, my theoretical stance is that 7Cs need to Xnderstand, on one hand, that hoZ 
they position themselves as mathematics teachers and are positioned by others �e.g., instrXctors, mentor 
teachers, school administration, stXdents, etc.� is shaped by social and political discoXrses aboXt 
mathematics and teaching, and, on the other hand, that they can Xse this Xnderstanding to �re�aXthor their 
positions toZard mathematics teaching and learning. Developing 7Cs¶ Xnderstandings of classroom 
dynamics may sXpport them in negotiating their mXltiple positions as elementary mathematics teachers and 
enacting teaching practices that best sXpport all stXdents in learning Zith Xnderstanding.  

Modes of Inquiry 

, Xsed design�based research, sitXating my stance on identity and identity ZorN in action both to 
sXpport these 7Cs and to theori]e aboXt identity ZorN in mathematics teacher edXcation. 7he folloZing 
TXestions gXided this stXdy� For 7Cs participating in a seminar on critical self�e[amination and 
mathematics teaching in conte[t, hoZ are they Xnderstanding themselves as mathematics teachers and 
teaching in conte[t" +oZ are those Xnderstandings shifting" 

Study Context 

7he stXdy tooN place dXring the last semester of a 15�month master¶s certification program. 7en 
female 7Cs, betZeen the ages of 25 and 35, volXnteered to participate in the eight seminar sessions and the 
stXdy. (ight 7Cs self�identified as White, one as an immigrant from Argentina, and one as African�
American. 

Seminar Design 

,n the seminar design, , operationali]ed critical pedagogy �e.g., .Xmashiro, 2000� and feminist 
poststrXctXralist notions of identity in mathematics teacher edXcation. , soXght to engage 7Cs in 
determining Zhat discoXrses Zere present and in Xnderstanding hoZ they operate in order to thinN 
differently aboXt themselves as mathematics teachers and their relations to these dynamics. 7he obMectives 
of the seminar focXsed on� identifying and e[amining the many prevailing social and political discoXrses 
that shape mathematics, mathematics teaching, and their positioning� analy]ing the implications� 
rethinNing these in relation to self� and problemati]ing teaching in relation to them. Seminar activities 
inclXded case analysis, groXp discXssions, and reflective Zriting prompts aboXt their positioning and 
teaching e[periences.  

Data and Analysis 

7he data inclXded seminar video and transcripts, intervieZs, and 7Cs¶ Zritten ZorN. , Xsed discoXrse 
analysis to analy]e 7Cs¶ identity and Xnderstandings of teaching. , analy]ed identity as positioning, 
repositioning �Davies 	 +arre, 1990�, and being refle[ive aboXt positioning �MaXthner 	 DoXcet, 2003�. 
Understanding of mathematics teaching Zas conceptXali]ed as problemati]ing, that is hoZ 7Cs tooN Xp 
particXlar conversational roXtines that open opportXnities for learning aboXt practice �+orn 	 /ittle, 2010� 
and hoZ they negotiated attention to principles of teaching, instrXctional strategies, and specific practices 
�PollocN, 2008�. ,n each case stXdy analysis �<in, 2003�, , folloZed each 7Cs¶ discXrsive participation 
across seminar sessions. ,n line�by�line analysis of seminar transcripts, , identified an emergent theme in 
relation to each 7C¶s self�Xnderstanding and folloZed each 7C¶s discXrsive participation aboXt herself and 
her teaching in relation to this theme and 7Cs¶ shifts in participation. 
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Analysis and Results 

7he folloZing analysis presents 7Cs¶ participation in one analytic episode and serves to illXstrate 7Cs¶ 
representations of their practice and one of the main findings of this stXdy.  

Examining Practices of Grading and Evaluating Student Understanding 

,n preparation for Session 4 of the seminar, 7Cs analy]ed an artifact of their teaching as sitXated 
Zithin the discoXrses and messages that Ze had discXssed. 7hey sXbmitted this analysis in Zriting, 
inclXding their intentions and specific interactions Zith stXdents, and shared their artifacts and analysis 
Zith the groXp dXring Session 4. Candice began by describing challenges Zith MXdging stXdents¶ ZorN and 
tensions betZeen being sXpportive of ³Zhere stXdents are´ and also Zanting ³to get >her stXdents@ Zhere 
>they@ need to go´ �groXp discXssion, May 18, 2010�. Analysis sXggests that she felt that the pressXre to 
maintain pace Zith the cXrricXlXm and the standardi]ation of grading �on a scale of 1 to 10� Zere 
institXtional constraints on her teaching and in tension Zith an emphasis on attending to stXdents¶ 
individXal Xnderstandings and abilities� 

, don¶t Zant a Nid to alZays get a >score of@ 1. /iNe, yoX NnoZ, it¶s this big thing if yoX¶re not a ³1 
Nid.´ <oX Zant to be a ³10 boy´ or a ³10 girl.´ %Xt if they¶re not doing 10 ZorN, bXt they¶re trying 
their²liNe, it¶s a 10 for them, bXt it¶s not a 10 according to oXr rXbric. And , actXally had a conference 
aboXt that becaXse , Zas giving oXt too many 10¶s. And liNe, ³Do yoX really thinN this is 10 ZorN" 
/iNe on a %C5, yoX have to do this, this, and this.´ And , Zas liNe, ³2Nay, that Zas his 10 and ,, he 
pXt forth effort, he sat ne[t to me and he tried, so , don¶t give him a 10 on his best try" So, Zhy ZoXld 
he try again"´ �discXssion, May 18, 2010� 

Candice¶s comment serves as evidence that she recogni]ed hoZ she Zas positioned by both the 
pressXres of standardi]ed grading systems and by her desire to attend to and leverage stXdents¶ thinNing 
and self�confidence. She evidenced problemati]ing of grading stXdents in her conte[t and repositioning 
herself by contesting standardi]ed grading and sXpporting individXal learning. 

,n response, %rooNe did not taNe Xp Candice¶s concerns. 5ather, she sXggested Candice Xse effort 
grades, specifically a ³star, smiley face, and checN´ system to ³affirm >stXdents¶@ effort.´ %rooNe stated 
that this commXnicated her goals to stXdents� ³, Zant >stXdents@ to NnoZ that they need to Neep going and 
Zhat they¶re doing isn¶t perfect yet. 7hey shoXld MXst Neep ZorNing as hard as they can, MXst liNe an on�
grade or above�grade level stXdent shoXld be pXshed the e[act same Zay´ �groXp discXssion, May 18, 
2010�. Analysis sXggests that %rooNe did not problemati]e hoZ grades, either for achievement or academic 
behaviors sXch as effort, position stXdents, bXt emphasi]ed individXal stXdent responsibility. 

Sarah then described hoZ she commXnicated Zith stXdents aboXt their Zriting in langXage arts by 
creating facilitated opportXnities for her stXdents to read her comments and asN her TXestions. Sarah 
articXlated a gXiding principle, ³<oX have to give them opportXnity,´ emphasi]ing stXdents¶ and teachers¶ 
responsibilities in grading and assessment. AlthoXgh her mentor did not approve of her practice of taNing 
class time for individXal Zriting conferences, Sarah stated that she felt that it sXpported her stXdents¶ 
Xnderstandings of their grades and their Zriting and repositioned stXdents in relation to the pressXres of 
grading. ,n this manner, analysis sXggests that she tooN Xp some of tensions Candice felt aboXt grading and 
sXpporting stXdents¶ progress Zhile also contesting the pressXres of test�based accoXntability. 

When Sarah described hoZ all stXdents ³scored an A or a % on these assignments´ becaXse there Zere 
³mXltiple points to catch them,´ /aXra TXestioned Zhat those stXdents¶ grades meant. /aXra felt that there 
Zere differences in the Xnderstandings evidenced betZeen the stXdents Zho had received sXpport and those 
Zho had completed the assignment independently bXt that these differences, both in her classroom and 
Sarah¶s, Zere glossed over in the grading system and Zhen sXpporting stXdents¶ learning. /aXra described 
an incident Zith a particXlar stXdent Zho had ³great math assignments´ after ZorNing Zith the assistant 
teacher and the tensions she felt� 

%Xt it¶s so hard becaXse then, liNe, there Zere other Nids that Zere sort of normally on liNe his level, 
that Zere still liNe maybe getting loZ grades, and his grade Zas liNe Xp here, bXt yoX NneZ that she 
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really liNe pXlled that from him. And, , don¶t NnoZ. Grades are Zeird, right, bXt , alZays MXst Zonder. 
�groXp discXssion, May 18, 2010� 

/aXra felt a conflict betZeen sXpporting her stXdents, standardi]ed grading, and seeNing to Xnderstand 
stXdents¶ independent thinNing and sNills. ,n discXssion, she identified hoZ grades inflXenced mXltiple 
staNeholders, inclXding parents, ne[t�years¶ teachers, and administrators, and Xnderstandings of stXdents¶ 
abilities and progress. 7hXs, analysis sXggests that /aXra strXggled to maNe sense of hoZ to attend to 
stXdents¶ thinNing and differences in Xnderstanding in the actXal socio�political conte[ts and institXtional 
constraints of schooling. 

How Personal Theories of Teaching and Learning and TC Identity Related to TCs’ Analysis of 
Student Work and Representations of Practice  

Across seminar sessions, 7Cs e[perienced tensions Zhen seeNing to leverage stXdent thinNing as a 
pedagogical practice in their teaching conte[ts, particXlarly 7Cs Zho demonstrated a belief in and capacity 
for these practice in methods coXrses. While the focXs and framing of these tensions Zere different, 7Cs¶ 
personal theories of teaching and learning and their identity inflXenced the Zays in Zhich these tensions 
emerged in their analysis of stXdent ZorN and representations of practice.  

FigXre 1 presents a frameZorN oXtlining three stances of hoZ 7Cs¶ individXal theories of teaching and 
learning and 7C identity relate to analysis of stXdent ZorN and representations of practice. Windschitl et al. 
�2011� foXnd that in gXided discXssion aboXt stXdent ZorN, some 7Cs tooN an intellectXal stance of 
teaching and learning as problematic and others tooN a stance of teaching and learning as Xnproblematic. 
7hey sXggest that 7Cs¶ theories of teaching and learning Zere Xnderlying their analysis of stXdent ZorN, 
representations of practice, and the dilemmas they felt in their classroom. %Xilding on the analysis and 
frameZorNs of Windschitl et al. �2011�, my analysis highlights another dimension, specifically that 7Cs¶ 
Xnderstanding of their positioning also inflXenced framing of practice and the TXestions they broXght to 
peers.  

 

Figure 1: How personal theories of teaching and learning and TC identity related to TCs’ analysis of 
student work and representations of practice  
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%rooNe¶s participation across sessions is representative of the first intellectXal stance emergent in 7Cs¶ 
engagement� 7eaching�/earning and Positioning as Unproblematic �FigXre 1�. ,n analysis of stXdent ZorN, 
she focXsed on correct�incorrect responses and hoZ there Zere students Zho did and did not get it, ZoXld 
and ZoXld not get it, and did not Xnderstand their placement in Zhat she called the ³math class hierarchy.´ 
+er comments sXggest beliefs aboXt learning mathematics as a process of sNill acTXisition as Zell as the 
Zays in Zhich she did not see stXdents¶ positioning, her inflXence on stXdents¶ positioning, or their 
positioning by grading practices as problematic. 

Analysis of 7Cs¶ tensions Zith mathematics teaching and their representations of practice identified 
three iterations of the TXestion, ³What can , do"´ Zhich is also referenced by PollocN et al. �2010� in 
discXssions of teaching teachers aboXt race. Analysis sXggests %rooNe broXght the TXestion, ³What can , 
do"´ to her peers, TXestioning Zhat she could do, as stXdent performance and positioning Zere problems of 
students needing to Xnderstand the mathematics and taNe responsible for their performance and 
positioning. She soXght generic help, not specific to stXdents¶ Xnderstanding or thinNing. +er positioning, 
in particXlar hoZ she Xnderstood math abilities and stXdents¶ responsibilities, framed her analysis of 
stXdent ZorN, and she strXggled to interrogate her positioning toZards mathematics, the framing of abilities 
in mathematics, and hoZ her school framed learning and progress. 7his case highlights the challenges 7Cs 
have Zith ZorNing at the intersections of these issXes and their positioning. %y not seeing her positioning 
or her stXdents¶ positioning as problematic or e[amining herself in relation to these issXes, she strXggled to 
problemati]e practice and remained focXsed on fi[ing stXdents and lessons. 

Sarah and Candice¶s participation is representative of an intellectXal stance Zhere both teaching and 
learning and their positioning Zere problematic, the second stance articXlated in FigXre 1. Sarah and 
Candice both analy]ed stXdent ZorN to reveal stXdent thinNing and emphasi]ed sense�maNing in her 
interactions Zith stXdents. ,n analysis of stXdent ZorN and Zhen discXssing instrXction, they identified 
their positioning as an intern, hoZ stXdents Zere positioned, and the discoXrses of test�based accoXntability 
and tensions, Zhere standardi]ed assessments mattered more than Zhat Zas learned from stXdents¶ ZorN. 
,n representations of practice and dilemmas, Candice and Sarah asNed specific TXestions of practice� that 
is, ³What can , do"´ 7hey engaged in pX]]les of practice and demonstrated a shared responsibility for 
ZorNing Zith stXdents to address their positioning and conte[t. Sarah, for e[ample, saZ her positioning as 
problematic and asNed TXestions aboXt sXpporting stXdents¶ abilities, creating opportXnities to learn, and 
contesting discoXrses of test�based accoXntability, her positioning and her stXdents¶ positioning. 
Understanding positioning as problematic and seeNing to contest it coincided Zith bringing pX]]les of 
practice and specific TXestions aboXt practice to peers.  

/aXra also represented teaching and learning as problematic, bXt analysis sXggests that she soXght to 
ZorN Zithin hoZ she Zas positioned and the comple[ity of institXtional pressXres in her mathematics 
classroom. As evidenced in her analysis of stXdent ZorN and representations of dilemmas of practice, her 
participation is representative of a third stance, 7eaching�/earning and Positioning as Problematic bXt 
Constrained �FigXre 1�. DXring her mathematics methods coXrse and across the seminar, /aXra 
demonstrated a strong belief in and the capacity for attending to stXdent thinNing as a critical instrXctional 
practice and also that responsibility for stXdent performance Zas shared betZeen stXdent, teacher, and 
institXtion, bXt analysis sXggests that her Xnderstandings of herself left her feeling as if her options for her 
practice in her school conte[t Zere constrained. 7hXs, Zhile she problemati]ed practice and broXght these 
pX]]les of practice to the groXp, analysis sXggests that she felt limited and strXggled Zith her positioning in 
conte[t.  

As this stXdy and seminar Zere framed in relation to sociopolitical discoXrses of teaching, /aXra¶s 
discXrsive participation sXggests that throXgh this attention to Zhat is framing her positioning, more 
tensions aboXt enacting this ZorN in conte[t emerged for her. Analysis sXggests that she Zas asNing, 
³What can I do"´ 7he self�Xnderstanding and aZareness that she evidenced may have helped her better 
Xnderstand hoZ teaching conte[t Zas a critical element of her practice and her positioning and hoZ she 
coXld assert agency in choosing a teaching conte[t, bXt she remained Xncertain aboXt hoZ to engage in the 
instrXctional practices that Zere important to her and encoXraged by her methods coXrses. While 
Windschitl et al. �2011� sXggests that 7Cs¶ enactments or lacN of enactment of ambitioXs practices related 
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to 7Cs¶ beliefs or NnoZledge, it Zas /aXra¶s concern aboXt Zho she Zas and Zhat she coXld do, 
specifically, her Xnderstandings of herself and her identity that inflXenced her representations of practice. 

Discussion and Conclusions 

7his stXdy emphasi]es the importance of attending to the many tensions 7Cs feel in enacting practices 
of leveraging stXdent thinNing in conte[t. As Windschitl and colleagXes �2011� sXggest that 
Xnsophisticated vieZs of teaching and learning Xnderlie analysis of stXdent ZorN, this analysis finds that 
throXgh attention to the sociopolitical dynamics of teaching, 7Cs articXlate other tensions in their 
representations of practice and the Zays in Zhich they Xnderstood enacting practices sXch as leveraging 
stXdent thinNing. 7he frameZorN oXtlining the different stances and 7C representations of practice and 
dilemmas sXggests that 7Cs Zere asNing different TXestions aboXt themselves, their agency, and 
instrXction. ,n response, math teacher edXcation needs to respond to the TXestions and tensions 7Cs feel 
aboXt their positioning and enacting specific practices in classrooms. Specific implications are for more 
activities in math teacher edXcation that help 7Cs contests one�sided positive notions of standardi]ation 
and the category systems and grading systems prevalent in math classrooms and for continXed discXssions 
aboXt 7Cs¶ comple[ positioning. ,n seeNing to sXpport 7Cs in their enactment of high�leverage 
pedagogical practices in conte[t, mathematics teacher edXcation needs to focXs on the comple[ity of math 
teaching conte[ts and 7Cs¶ Xnderstandings of these dynamics as related to practice.  
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