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Abstract
This article stems from a multi-paper research work within a professional master’s degree program, guided by the 
following question: What are the possible spaces for discussions about professional identity in the National Curricu-
lum Guidelines regarding initial and continuing teacher education? From the perspective of Carlo Ginzburg’s evidential 
paradigm, this paper discusses how elements linked to the characterization of the professional identity of teachers 
who teach mathematics (TTMs) are presented in the National Curriculum Guidelines for the Education of Basic School 
Teachers (2006, 2015, 2019a, 2029b and 2020). Our work aimed to find problematizations about (i) the knowledge and 
expectations of prospective TTMs regarding the profession, (ii) vulnerability and sense of action, and (iii) political com-
mitment. Among the results, we identified processes that aim to attribute other meanings to terms from the field of 
teacher education and the silencing of discussions on political commitment and the valuing of teaching work.
Keywords: Professional identity; Teachers who teach mathematics. Initial education. Continuing education. National 
Curriculum Guidelines.

Resumo
Este artigo, fruto de uma pesquisa multipaper no Mestrado Profissional, que questiona “Quais os possíveis espaços de 
discussões a respeito da Identidade Profissional nas Diretrizes Curriculares Nacionais para a formação (inicial  e conti-
nuada) de professores”, discute, à luz do paradigma indiciário de Carlo Ginzburg, como elementos relacionados a uma 
caracterização de Identidade Profissional (IP) de professores que ensinam matemática (PEM) apresentam-se nas Dire-
trizes Curriculares Nacionais (DCN) dos cursos de formação de professores para a Educação Básica (2006, 2015, 2019a, 
2029b e 2020). Buscou-se encontrar problematizações a respeito: (i) dos conhecimentos e expectativas de futuros PEM 
sobre a profissão; (ii) da vulnerabilidade e sentido de agência; e (iii) do compromisso político. Entre os resultados, 
foram identificados processos, que visam atribuir outros sentidos a expressões do campo da formação docente e o 
silenciamento de discussões sobre compromisso político e valorização do magistério. 
Palavras-chave: Identidade Profissional. Professores que ensinam matemática. Formação Inicial. Formação Continuada. 
Diretrizes Curriculares Nacionais. 

Resumen
Este artículo es el fruto de una investigación multipaper en la Maestría Profesional orientada por la pregunta: ¿Cuáles 
son los posibles espacios para discusiones acerca de la Identidad Profesional en las Directrices Curriculares Nacionales 
para la formación (inicial y continua) de los profesores? Bajo la perspectiva del paradigma indiciario de Carlo Ginzburg, 
se discute como los elementos relacionados a la caracterización de la Identidad Profesional de los profesores que en-
señan las matemáticas (PEM) se presentan en las Directrices Curriculares Nacionales para las carreras de formación de 
profesores para la enseñanza básica (2006, 2015, 2019a, 2029b y 2020). Se buscaron problematizaciones acerca: (i) de los 
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conocimientos y expectativas de los futuros PEM sobre su profesión; (ii) de la vulnerabilidad y sentido de actuación; y 
(iii) del compromiso político. Entre los resultados, se identificaron procesos que tienen como objeto dar otros sentidos 
a términos del área de formación de profesores y el silenciamiento de discusiones acerca del compromiso político y del 
reconocimiento de la labor docente.
Palabras clave: Identidad profesional. Profesores que enseñan las matemáticas. Formación inicial. Formación continua. 
Directrices Curriculares Nacionales.

1. Introduction
Discussions on the professional identity (PI) of teachers who teach mathematics (TTM) have 

intensified among master’s degrees and doctoral research in teaching and education areas. Accor-
ding to Cyrino (2017), these studies focus on: “the relationships between identities and field expe-
riences during initial education; the links between identities and the learning of specific mathe-
matical topics; and how prospective mathematics teachers represent their professional identity” 
(Cyrino, 2017, p. 701). We understand, as several authors in this investigative field (Losano; Fiorentini, 
2018; Garcia, 2014; Losano; Fiorentini; Villarreal, 2018; Lutovac, Kaasila, 2011), that research that co-
vers the PI of TTMs constitutes theoretical-investigative possibilities whose potential is capable 
of engaging the reflection and discussion of cultural, professional, political, and social aspects of 
prospective TTMs.

From this perspective, it is worth sharing the characterization proposed by Cyrino (2017, p. 
704), in which the TTMs’ PI can be understood as a movement “that occurs given a set of beliefs and 
conceptions interconnected with self-knowledge and knowledge of their profession, associated 
with autonomy (vulnerability and sense of agency) and political commitment.” Based on the dis-
cussions problematized by De Paula and Cyrino (2018) and Garcia (2014), we understand that in the 
context of this characterization of TTM’s PI, working conditions –closely impacted by public policies 
for TTM education (initial and continuing)– are elements that foster these reflections.

From this understanding arises the intention of this research: to map, describe, and syste-
matize 2006, 2015, 2019, and 2020 National Curriculum Guidelines (Diretrizes Curriculares Nacio-
nais–DCN) for initial teacher education to identify discussions that contain elements of the PI of the 
TTMs: (i) Resolution CNE/CP 01/20063 (Brasil, 2006); (ii) Resolution CNE/CP 02/20154 (Brasil, 2015); 
(iii) Resolution CNE/CP 02/2019 establishing the Common National Base for the Initial Education 
of Basic Education Teachers (BNC-Formação) (Brasil, 2019b); and (iv) Resolution CNE/CP 01/2020 
establishing the Common National Base for Continuing Education of Basic Education Teachers (BN-
C-Formação Continuada) (Brasil, 2020).

We agree with Taveira and Peralta (2020, p. 516) when they state that “curriculum policies 
exist in the entire educational system and always focus on curriculum reform movements (and/
or educational/educational reforms) as they dictate the intended and proposed path in those re-
forms” (Taveira; Peralta, 2020, p. 516). As curriculum policies are drivers of educational reforms, we 
consider it crucial to investigate the presence of aspects that discuss the TTMs’ PI in those docu-

3  Diretrizes Curriculares Nacionais para o curso de licenciatura em pedagogia [National Curriculum Guidelines for the 
teaching degree in pedagogy].

4  It defines the National Curriculum Guidelines (DCNs) for initial higher education (teaching degree courses, pedagogical 
education courses for graduates, and second teaching degree courses) and continuing education.
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ments. As Gellert, Espinoza, and Barbé (2013, p. 543) assert, “In times of reform, it is essentially the 
identity of teachers that is at stake,” highlighting the importance of studying those movements.

In this sense, this article aims to build an understanding of how aspects related to the TTMs’ 
PI are presented in those resolutions. To this end, the problematizing question of this article is: 
What are the possible spaces for discussions focusing on professional identity in the National Cur-
riculum Guidelines (DCNs) for initial and continuing teacher education?

That said, this article is organized into five sections. The first section presents the path the 
author took that led to the research proposal. The second debates the theme of TTMS’ PI based on 
Cyrino’s (2018) characterization, outlines a very brief current scenario of public policies involved in 
the field of teacher education, and presents Ginzburg’s (1989) evidential paradigm as an investiga-
tive criterion. The third contextualizes problematizations of the DCNs, which are articulated in the 
fourth section to demarcate approximations, distancing, and/or silences regarding the elements 
that characterize the TTMs’ PI. Finally, the fifth section shares points that other researchers interes-
ted in this topic may address in the future.

2. Connections between the current Brazilian scenario, the characterization of TTMs’ 
PI proposed by Cyrino (2016), and Ginzburg’s (1989) evidential paradigm in research 
design

The current Brazilian scenario has been a cause for concern for several educational resear-
chers. Since the impeachment that removed President Dilma Rousseff (2014-2016), through Michel 
Temer’s (2016-2018) government and Jair Bolsonaro’s (2018-2022) troubled administration, Brazil 
has been rapidly plunging into a wave of strengthening reactionary thinking, marked by neoliberal 
policies that weaken a series of constitutional rights (Lavoura; Alves; Santos Junior, 2020; Porteli-
nha, 2021; Morais; Johann; Malanchen, 2023). In this event, neoliberal practices were successful, and, 
abruptly, during Michel Temer’s government, social policies suffered a decisive blow: Constitutional 
Amendment 95 (EC 95) established 20 years (counting from 2017) of severe budgetary restrictions 
that practically made investments in several areas impossible, including education and health (Por-
telinha, 2021). Furthermore, in that context, in 2017, Law n. 13.415/17 enforced the Secondary Edu-
cation Reform5, bringing to light the neo-technicism with emphasis on the deepening of inequa-
lities in basic education, while Law n. 13.467/17 enforced the Labor Reform, stripping away several 
working-class vested rights. During Jair Messias Bolsonaro’s (2019-2022) government, the wave of 
attacks from his predecessor continued. An example is the approval of Constitutional Amendment 
n. 1036, changing the social security criteria for granting retirement to workers and extending the 
retirement by contribution and age. It also included gradual transition criteria to be implemented 
until 2033 for citizens close to retirement.

5  Initially called “Medida Provisória do Novo Ensino Médio” [Provisional Measure for the New Secondary Education] (MPV 
746/2016, on September 22, 2016), it was approved in the Federal Senate on February 8, 2017, in the form of Conversion 
Bill (PLV) 34/2016, and sanctioned by the President of the Republic on February 16 of the same year.

6  The Labor Reform, which became effective on November 11, 2017, changed significant sections of the Consolidation 
of Labor Laws, altering the Social Security system, especially in relation to working hours and the payment of wages, 
vacations, and overtime.
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In that reformist context, major educational changes were implemented, an escalation that 
made isonomy impossible, ignoring it and denying adequate scope for public consultations: refor-
mists did not listen to students, school communities, teachers, and researchers in the educational 
field and civil society. Such actions contributed to the outbreak of tensions in political and acade-
mic circles. It is precisely in this context of silenced debates and dialogues, with the compromise of 
the guarantee of contradiction, that the National Common Curriculum Base (Base Nacional Comum 
Curricular–BNCC) (Brasil, 2017) and, subsequently, Resolutions CNE/CP 02/2019, which instituted the 
BNC-Formação (Brasil, 2019b) and CNE/CP 01/2020, which defined the BNC-Formação Continuada 
(Brasil, 2020), aligned, conditionally, a gigantic space of the workload of initial teacher education 
exclusively with compliance with the BNCC (Lavoura; Alves; Santos Junior, 2020; Oliveira; Jesus, 2020; 
Taveira; Peralta; 2020; Gollo Junior; Campos, 2021, Mascarenhas; Franco, 2021; Nogueira; Borges, 2021).

We understand that the reform process and its tensions and concerns directly affect the 
teaching professional practice. The changes outlined by the BNCC (the BNC-Formação [Education] 
and the BNC-Formação Continuada [Continuing Education) challenge teachers’ autonomy. Since 
these aspects directly intertwine with the characterization of TTMs’ PI, which is shared (Cyrino, 
2017), it is worth investigating how the elements that make up this characterization are presented 
in the Resolutions (Brasil, 2006, 2015, 2019a, 2019b, 2020).

To this end, we read those normative documents in full (Brasil, 2006, 2015, 2019a, 2019b, 
2020) in light of Ginzburg’s (1989) evidential paradigm. For the author, the evidential paradigm is an 
interpretative method centered on marginal residues, allowing the researcher to illuminate the ob-
ject/phenomenon under study. In this trajectory, the investigator can find evidence that is not im-
mediately noticeable through inferential and relational reasoning between the clues. It enables the 
construction of conjectures and the revelation of essential elements for the investigative process. 
The evidential paradigm has been used as a methodological perspective in several investigations 
in education (Pimentel; Montenegro, 2007; Baptista, 2015; Aguiar; Ferreira, 2021) and mathematics 
education (Passos et al., 2006; Santos; Costa, 2020; Leandro; Passos, 2021), closely related to teacher 
education.

3. A brief contextualization of the DCNs and TTMs’ education
As the objective is to identify signs of TTMs’ PI in the DCNs (Brasil, 2006, 2015, 2019a, 2019b, 

2020), it is fundamental to contextualize some elements related to the constitution of those regu-
lations. Several researchers have questioned the implementation processes of the DCNs, as well as 
some points they considered advances and/or setbacks to contextualize these updates. Chronolo-
gically, we present a brief contextualization of these DCNs. Those studies bring discussions on the 
historical context of the implementation of Resolution CNE/CP n. 1 of 15/5/2006, which establishes 
the DCNs for teaching degree courses in pedagogy.

Discussions on the construction of a curriculum guideline for teaching degree courses in 
pedagogy precede both the Law of Guidelines and Bases of Education (Lei de Diretrizes e Bases da 
Educação–LDB/1996) and Resolution CNE/CP n. 1, of 15/5/2006. After the LDB/1996 enactment, the 
Ministry of Education (MEC) overlooked a pedagogy curriculum guideline for some time.
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In March 2005, the National Education Council (Conselho Nacional de Educação–CNE) pu-
blished a draft resolution for curriculum guidelines for the teaching degree in pedagogy, breaking 
such institutional silence. However, the initial proposal encountered resistance from education pro-
fessionals and the academic community, who, working together through various entities, compiled 
criticisms in the form of a manifesto signed by ANFOPE, ANPEd, and CEDES and sent to the CNE. 
Scheibe (2007) presents the discussions involved in this document and, among some considera-
tions, explains that such draft:

(i) was a reductionist proposal of educators’ aspirations for the pedagogy course and, thus, 
it contrasts with educators’ aspirations for the pedagogy DCNs;

(ii) disregarded pedagogy courses as a space for research in the field of education;

(iii) discarded contributions from guidelines prepared by those education entities;

(iv) deepened instrumental perspectives by defining competencies for educating teachers 
working in early childhood education and in the initial grades of elementary education (currently 
called initial years); and

(v) devalued education for teaching by proposing a degree aimed at research after the tea-
ching degree, “aiming at deepening scientific education,” reducing pedagogy to teaching the initial 
grades of elementary education or early childhood education, ignoring research and the search for 
knowledge as a basis.

After demonstrations by organized communities, some changes were made to the draft text. 
With representatives from ANFOPE, CEDES, and FORUMDIR, the new text was discussed and appro-
ved at the Plenary Council of the National Education Council on December 13, 2005. Thus, Resolution 
CNE/CP 01/2006 (Brasil, 2006) was published on May 15, 2006. However, even amid uncertainties 
and tensions arising from academic entities, the text of these DCNs maintained a strong neoliberal 
tendency that had been inherited from Fernando Henrique Cardoso’s (1995-2002) government.

Nine years after the approval of Resolution CNE/CP 01/2006 (Brasil, 2006), Resolution CNE/
CP 02/2015 was enacted (Brasil, 2015). In this context, Dourado (2015) points out that discussions 
regarding Resolution CNE/CP 02/2015 (Brasil, 2015) took place surrounded by several debates within 
the scope of the National Education Council7.

Throughout the trajectory traced by the Bicameral Commission for Teacher Education] (Co-
missão Bicameral de Formação de Professores), the work produced there resulted in a draft sub-
mitted for public discussions, culminating in its approval in 2015 (Brasil, 2015). In its transitional 
provisions, Resolution CNE/CP 02/2015 (Brasil, 2015) set a two-year deadline for its implementation; 
however, this deadline was extended. The resolution was revoked with the implementation of BNC-

7  Historically (since the 1990s), such discussions in the educational sphere have taken place in an articulated manner. We 
highlight the emergence of the Bicameral Commission for Teacher Education, created by the National Education Council 
(Conselho Nacional de Educação–CNE) to discuss teacher education in its complexity. The collegiate composition of 
the Bicameral Commission for Teacher Education (Comissão Bicameral de Formação de Professores) was made up of 
advisors from the Higher Education Chamber and Basic Education Chamber (Câmara de Educação Superior and Câmara 
de Educação Básica), with periodic renewals of its members (recompositions in 2004, 2007, 2008, 2009, 2012, 2014).
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-Formação (Brasil, 2019b) without its effective implementation occurring nationally, as highlighted 
by Zaidan et al. (2021).

In general terms, Metzner and Drigo (2021) point out advances in Resolution CNE/CP 02/2015, 
among which it is relevant to highlight:

(i) the demarcation of the minimum workload of 3,200 hours for initial teacher education 
courses and the definition of who the professionals in the teaching staff are;

(ii) the articulation between theory and practice in the context of education;

(iii) the use of information and communication technologies (ICT) to improve pedagogical 
practice;

(iv) the appreciation and recognition of national diversity;

(iv) the inseparability between initial education and continuing education, which demarca-
tes, in a broad context, the formative institution, the school space, and the teaching-research-ex-
tension triad;

(v) definition of three types of initial education courses (teaching degree, pedagogical edu-
cation for non-licensed, and second teaching degree courses).

We understand that by paying attention to those points articulated with the proposal to 
organize teaching degrees through centers8, Resolution CNE/CP 02/2015 highlights concerns about 
actions and potential public policies for professional development. In turn, Resolutions CNE/CP 
02/2019 (Brasil, 2019b) and CNE/CP 01/2020 (Brasil, 2020) separate initial education and continuing 
education, which has become the target of several criticisms.

For example, Fichter Filho, Oliveira, and Coelho (2021) point out that these two resolutions 
had been discussed in less time than those used until the implementation of their predecessors. 
The authors point out that, although relations with national educational sectors were mentioned, 
the silence of representative entities of the Brazilian educational field effectively involved in the 
process was unprecedented compared to the discussion processes of previous DCNs.

For Costa, Matos, and Caetano (2021), as well as Resolution CNE/CP 02/2019 (Brasil, 2019b), 
Resolution CNE/CP 01/2020 (Brasil, 2020) was also reduced to the mere role of ensuring the imple-
mentation of the BNCC (Brasil, 2017), devaluing the teacher as an individual capable of intervening 
in the environment and producing knowledge and, consequently, jeopardizing autonomy and the 
teaching profession by treating continuing education in a technical way.

We understand that the haste of the discussion process with the community and the explicit 
demarcation of the intentions of aligning undergraduate courses with the specificities of the BNCC 
(Brasil, 2017) are strong indications (Ginzburg, 1989) of the rush of the then-government in power to 
revoke Resolution CNE/CP 02/2015 (Brasil, 2015).

8  (i) Center for general education studies and the studies of specific and interdisciplinary areas and the educational field, 
its foundations and methodologies, and the various educational realities; (ii) Center for in-depth and diversified studies 
of the areas of professional activity, including specific and pedagogical content, prioritized by the pedagogical project 
of the institutions; and (iii) Center for integrative studies for curriculum enrichment.



Bruno Cesar Cardoso Gonzaga and Enio Freire de Paula

7Revemop, Ouro Petro/MG, Brasil, v. 7, e2025001

For several researchers in the educational field, the BNC-Formação and BNC-Educação Con-
tinuada aim to ensure that teachers are educated to apply the BNCC in basic education, conside-
ring teachers as uncritical beings, emphasizing technicality, and treating teaching practices in a 
reductionist way (Portelinha, 2021; Rodrigues; Pereira; Mohr, 2021; Cruz; Almeida, 2022; Souto Maior; 
Borges, 2022; Pinheiro; Fávero, 2022; Steinbach; Martins, 2022; Ximenes; Melo, 2022; Morais; Johann; 
Malanchen, 2023).

In an open letter entitled “Contra a descaracterização da Formação de Professores – Nota 
das entidades nacionais em defesa da Res. 02/2015” [Against the mischaracterization of teacher 
education – note from national entities in defense of Res. 02/2015], the Association of Postgraduate 
Studies and Research in Education (Associação de Pós-graduação e Pesquisa em Educação–ANPEd) 
and several other organized civil society entities repudiated the reforms that were being imple-
mented in higher education, qualifying them as an act of dismantling and disqualifying teacher 
education in Brazil (ANPEd, 2019). Several class entities signed this manifesto. In summary, this 
letter points out that Resolution CNE/CP 02/2019 (Brasil, 2019b):

(i) fragments the relationship between initial and continuing education;

(ii) places practical knowledge above theoretical knowledge, a fact that undermines auto-
nomy and the teaching profession;

(iii) signals a technical, pedagogical perspective with a meritocratic approach, attributing to 
teachers the responsibility (for failures or successes) in the search for continuing education actions;

(iv) neglects the potential of education as a collaborative critical space and

(v) disregards school institutions and education systems as formative spaces.

From this perspective, Resolutions CNE/CP 02/2019 (Brasil, 2019b) and CNE/CP 01/2020 (Bra-
sil, 2020) ignore practices and actions built in the university-school relationship within the scope 
of Brazilian educational research. Indeed, in this context, national research on teacher education 
and its considerations are silenced, with neoliberal formative approaches standing out, a fact that 
is representative of the diversity of entities linked to the private sphere that defend their imple-
mentations (Freitas, 2014, 2016).

4. TTMs’ PI in the context of the curriculum guidelines: analysis of the evidence found
When looking at Resolutions CNE/CP 01/2006, 02/2015, 02/2019, and 01/2020, we looked for 

evidence of discussions related to the characterization of TTMs’ PI proposed by Cyrino (2018). Except 
for the element characterizing the TTMs’ PI beliefs and conceptions interconnected with TTMs’ self-
-knowledge by recognizing their idiosyncrasies, we went on searching for discussions that, perhaps, 
could reveal the other elements characterizing the TTMs’ PI as per Cyrino (2018), present in the DCN 
(Brasil, 2006, 2015, 2019b, 2020).

Discussions associated with elements characterizing the TTMs’ PI in the DCNs can mobilize 
it, depending on how they are implemented. Thus, we move towards finding, in these documents, 
signs of potential problematizations regarding the (i) knowledge and expectations of prospective 
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TTMs regarding the profession, (ii) vulnerability and sense of agency, and (iii) political commitment. 
Below, we highlight how the evidence of these elements characterizing TTMs’ PI is presented.

The characterizing element of knowledge and expectations of TTMs regarding the profes-
sion is closely linked to prospective teachers’ beliefs and conceptions. Upon entering the teaching 
degree course, prospective TTMs have diverse expectations regarding their activities and the chal-
lenges associated with their professional practice. Although prospective TTMs may have doubts re-
garding their expectations, we must consider their experiences and social conception regarding the 
teaching practice since the teaching career is one of the few in which the individual has ideas about 
professional practice even before beginning their initial education. Whether as a basic education 
student or during initial education, prospective teachers, through contact with other professionals, 
can observe specificities (of an individual and/or professional nature), potentially contributing to 
the construction of their beliefs and self-knowledge regarding the profession.

Thus, as they are included in discussions, the experiences lived by TTMs in the initial and 
continuing education process should enable prospective TTMs to signify and transform their con-
ceptions about the exercise of the profession. To this end, discussions within the formative scope 
can be considered: (i) future expectations regarding professional practice; (ii) the meaning of being 
a teacher; (iii) teaching in the area and the knowledge necessary for teaching, encompassing cultu-
ral aspects and personal views (De Paula; Cyrino, 2018, 2020a, 2020b).

The characterizing element vulnerability and sense of agency interrelates problematizations 
that involve teaching experiences not exclusively related to the school context.

Specifically about emotions associated with teacher education processes, we understand 
that they can trigger insecurities (situations of helplessness, frustration, impotence, or anxiety, for 
example) or challenging situations that do not necessarily involve the teacher’s weaknesses (Lasky, 
2005; Cyrino, 2017; Oliveira; Cyrino, 2011; De Paula; Cyrino, 2018).

In this sense, as Oliveira and Cyrino (2011, p. 112) point out,

Not the vulnerability that weakens, makes people susceptible, and paralyzes (not trying to 
make the pre-service teacher “fragile”) but the vulnerability that allows us to suspend our 
certainties and convictions for a few moments, more or less long and more or less frequent. 
The one that makes us question ourselves. Also, vulnerability in the sense of exposing ou-
rselves to others and, as such, being able to become ‘targets of criticism, of contestation.’

Considering that teaching activities are public, agency emerges, among other elements, 
from teachers’ social interactions when making choices, influencing (and being influenced by) the 
environment with actions that affect their professional activities, thus manifesting traits of their 
professional commitment (Cyrino, 2017; De Paula; Cyrino, 2018). Agency can be understood as the 
combination of “individual efforts, available resources, and contextual and structural ‘factors’” (Oli-
veira; Cyrino, 2011, p. 115).

The characterizing element political commitment, just as an amalgam –the cause and, at the 
same time, a consequence of the articulation between vulnerability and the sense of agency– has, 
among its intentions, the incessant search for ethics, equity, and social justice, through actions 
resulting from the professional teaching practice. Thus, political commitment can emerge in situa-
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tions of insurrection in the face of situations (or interactions) of vulnerability, in which the agency 
supports these events (of the most adverse natures) requiring a position from the TTMs.

In this sense, political commitment encompasses a struggle for a society that, in addition 
to isonomy, recognizes the principles of equity, ethics, and social morality. As stated by De Paula 
and Cyrino (2018), the movement to establish TTMs’ PI “occurs in a field of ideological and political 
struggles, in which elements of social, cultural, and political contexts involving the issue of other-
ness must be problematized” (De Paula; Cyrino, 2018, p. 10). This movement, especially in a reformist 
context, is central because the manner in which these reformist actions are developed not only 
changes what teachers do; it changes who they are (De Paula; Cyrino, 2018).

We share De Paula and Cyrino’s (2020a) reflections when indicating complexity, dynamism, 
temporality, and experientiality as relevant aspects of the TTMs’ PI. This demarcates and is coherent 
when understood as a movement. This fact reinforces the relevance of identifying the constituent 
elements of TTMs’ PI in the DCNs, as listed in the chart below. As Cyrino (2017, p. 702) states, “[...] 
PI, just like identity, is continually formed and transformed regarding how we are represented or 
questioned in the cultural systems that surround us”; the impacts arising from official documents 
are representative of this transformation. To delimit points of attention as a contribution to the 
foreseen intentions when researching the DCNs, Chart 1 below summarizes the possibilities for dis-
cussions/reflective themes that potentially problematize the TTMs’ PI that could emerge from the 
prescriptive presence in the guidelines.

Chart 1: Discussions on TTMs’PI found in the DCNs

Characteristic elements of 
TTMs’ PI Possibilities for discussions/reflective themes of the TTMs’ PI that:

TTMs’ knowledge and expecta-
tions regarding the profession

(i) Address future expectations regarding professional practice.
(ii) Provide guidance on the meaning of being a teacher.
(iii) Provide a reflective approach to teaching in the area and the knowle-
dge necessary for teaching, encompassing cultural aspects and personal 
views.

Vulnerability and sense of agen-
cy

(i) Involve norms and values of the profession.
(ii) Promote and/or subsidize teaching rhetoric and self-criticism.
(iii) Consider the analysis of dilemmas and conflicts in professional prac-
tice.
(iv) Indicate elements (structural and/or material) that contribute to the 
development of teaching autonomy.

Political commitment 

(i) Reflect on the ethical and professional commitment of teachers.
(ii) Show attention and care towards teaching working conditions.
(iii) Clearly define the intentions of the proposed educational policy.
(iv) Indicate the social and political potential of the professional teaching 
practice in society.
(v) Establish future perspectives of educational policies for the teaching 
career.

Source: Prepared by the authors.

The possibilities for discussions/reflective themes of the TTMs’ PI presented in Chart 1 emer-
ged from the understanding obtained through its characterization, as outlined by Cyrino (2018). The 
DCNs studied in this context, except for the guidelines for the teaching degree in pedagogy (Brasil, 



Professional Identity of educators who teach mathematics: looking for evidence in National...

10 Revemop, Ouro Petro/MG, Brasil, v. 7, e2025001

2006), define directions for teacher education in general, without tracing specificities by area of 
knowledge.

Therefore, in this analysis, the indication of general aspects that should permeate initial and 
continuing education is interesting, as it signals the problematization of cultural, ethical, social, and 
political dimensions that should have space in all teaching degree courses, including the teaching 
degree in mathematics. This struggle is encompassed by research in mathematics education, which 
aims to seek an ethical, equitable, and socially just society.

The characterizing elements highlighted in Chart 1 are not mutually exclusive; on the con-
trary, they interact closely with each other. The proposed grouping lists possibilities for discussion 
that are considered to have the potential to collaborate with discussions regarding the TTMs’ PI 
based on the characterization adopted here (Cyrino, 2018) and that, perhaps, it would be possible 
to find evidence of presence/intentionality in the DCNs in question (Brasil, 2006, 2015, 2019b, 2020).

5. Approaches, distancing, and/or silences related to the elements characterizing the 
TTMs’ PI in 2006, 2015, 2019, and 2020 DCNs

In the study of the DCNs (Brasil, 2006, 2015, 2019b, 2020), we directed our efforts toward 
searching for evidence of discussions on the TTMs’ PI in these documents. In this context, as De 
Paula and Cyrino (2020a, 2021) point out, we considered complexity, dynamism, temporality, and 
experientiality as characterizing aspects of the TTMs’ PI movement.

The characterization of complexity proposed by the authors associates the term with the 
multiplicity of factors that come together in the movement to constitute the TTMs’ PI, among which 
social, cultural, personal, contextual, psychological, and political factors can be listed. Regarding 
dynamism, De Paula and Cyrino (2020a) point out the inconclusive nature that constantly reverbe-
rates in the professional, personal, and inter-relational movements of TTMS’ initial and continuing 
education. As proposed by De Paula (2018, p. 142), temporality is tied to ephemerality:

The processes are temporal, contingent on space-time environments, transcending the sce-
narios traditionally associated with teacher education (initial education and the rare moments of 
continuing education): it occurs in all contexts in which the TTM is inserted as a person. The profes-
sor is a temporal subject.

The professor connects to his/her practices, actions, and the dynamic nature of their trans-
formations, consequently making the TTMs’ PI constitution temporal. Finally, experientiality 
is linked to the dialogical concept of the action of experiencing, i.e., as De Paula and Cyrino 
(2018) state, it is an intrinsic movement of the TTMs with themselves and others in the diffe-
rent contexts and spaces they are inserted.

It follows, therefore, that the characterizing aspects proposed by De Paula and Cyrino (2018, 
2020a) (complexity, dynamism, temporality, and experientiality) are inseparable aspects of the cha-
racterization of the TTMs’ PI. These aspects are articulated with the proposed characterizing ele-
ments since the knowledge and expectations of TTMs regarding the profession, vulnerability and 
sense of agency, and political commitment have a complex nature when amalgamated in the broad 
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process of constitution of the TTMs’ PI; dynamic because it is in a constant process of changes driven 
by the experiences experienced by the TTMs in their trajectory, a trajectory that occurs temporally.

Analyzing Resolution CNE/CP 01/2006, searching for evidence of discussions on the cha-
racterizing element knowledge and expectations of prospective TTMs regarding the profession, we 
identified excerpts that succinctly define (i) the objectives, (ii) the applicability and the area of 
activity of professionals in the field of pedagogy9, and (iii) inherent aspects of the recognition of 
cultural diversity. There is also a brief mention of “the education of teachers for schools in the 
remnants of quilombos or which are characterized by receiving populations of specific ethnicities 
and cultures” (Brasil, 2006, p. 3). This document identified no representative evidence of vulnera-
bility and sense of agency. The text explicitly shows that there is attention to theoretical education 
in the proposals for formative activities within the scope of the pedagogy degree. The articulation 
between formative spaces is present, although not very expressive. Finally, regarding political com-
mitment, the intention to carefully problematize teaching working conditions was not identified. 
Aspects of the valorization of the profession and/or incentive programs for continuing education 
were also silenced, reducing the focus to strictly addressing expectations regarding the ethical 
values of the profession and the social and political potential of the teaching profession in society.

In the organization of the eight chapters of Resolution CNE/CP 02/2015,10 which aggregate 
24 articles, there are signs of discussions potentially aligned with the points of interest of the pre-
sent study. Regarding knowledge and expectations of prospective TTMs regarding the profession, 
when addressing expectations regarding the initial and continuing education of teachers in their 
professional practice, the resolution outlines principles and foundations that: (i) explain an unders-
tanding of the meaning of teaching; (ii) recognize the complexity involved in teaching, providing 
a reflective approach to teaching; (iii) address initial and continuing education in an articulated 
manner, as part of the practices necessary for professional development; (iv) recognize the school 
–the locus of professional teaching practice– as a formative space; (v) reference the importance of 
theoretical and practical aspects in formative processes; and (vi) establish the inseparability of the 
entities that make up the teaching-research-extension triad.

Regarding vulnerability and sense of agency, we found evidence of a potential to problema-
tize this characterizing element, as in the occasions in which Resolution CNE/CP 02/2015: (i) defends 
the promotion of actions that develop collective work; (ii) advocates the diversity of experiences 
in cultural, scientific and technological environments in the context of teacher education; and (iii) 
demarcates the need for a structure capable of facilitating the development of pedagogical, didac-
tic-pedagogical and specific knowledge articulated with the experience and practice of teachers 
working in basic education and their knowledge about the school. We understand that by recogni-
zing the formative aspects of the school context and the experiences and practices of its characters 
within the scope of teacher education, institutional dialogue is not restricted to the bureaucratic 

9  On this occasion, the document mentions aspects of teaching work and expectations regarding the principles expected 
from prospective teachers in the exercise of their profession.

10 The eight chapters are: (i) General Provisions; (ii) Education of Professional Teachers for Basic Education: National 
Common Core; (iii) Of the Graduates from Initial and Continuing Education; (iv) Initial Education of Basic Education 
Teachers at Higher Education; (v) Initial Education of Basic Education Teachers; (vi) Continuing Education of Professional 
Teachers at Higher Education: Structure and Curriculum; (vii) Teaching Professionals and their Appreciation; and (viii) 
Transitional Provisions.
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ties of the university-school partnership but rather fosters closer personal relationships between 
all those involved in the formative process (university professors, teachers working in basic educa-
tion and prospective TTMs in initial education). Education is seen as a shared commitment.

Regarding the characterizing element of political commitment, the resolution presents, in 
the section “Dos Profissionais do Magistério e Sua Valorização” [Of Teaching Professionals and 
Their Appreciation], topics closely related to addressing and problematizing specific aspects of the 
professional teaching practice such as the career plan, salary, working conditions, and formative 
actions. Also noteworthy are: (i) the indication of perspectives for educational policies for teaching 
careers aligned with the National Education Plan; (ii) the discussions that reveal understanding 
regarding the ethical and professional commitment of teaching; and (iii) the recognition and de-
marcation of the social and political potential of the professional exercise of teaching in society.

Although Resolutions CNE/CP 02/2019 and CNE/CP 01/2020 bring the formative perspec-
tive disjointedly, the treatment of issues related to the three characterizing elements we listed is 
aligned. Beyond its nine chapters11, which aggregate 30 articles, Resolution CNE/CP 02/2019, when 
outlining the BNC-Formação, revokes CNE/CP 02/2015 and establishes a structure based on general 
and specific competencies and skills. About specific skills, the document highlights three funda-
mental dimensions, said to be interdependent and without hierarchies, namely: (i) professional 
knowledge; (ii) professional practice; and (iii) professional engagement12.

The link between BNC-Formação and BNCC is explicit from the sole paragraph of Article 1 
(when referencing it as an instrument for the implementation of BNCC) to Article 29 (when conditio-
ning changes when there is a review of BNCC). This perspective considerably restricts discussions 
on the characterizing element knowledge and expectations of TTMs regading the profession.

Thus, we consider that BNC-Formação and BNC-Formação continuada mark off the separa-
tion between initial and continuing education, in contrast to CNE/CP 02/2015, which discusses ini-
tial and continuing education articulated with the valorization of the exercise of teaching in a single 
document. In this sense, potential problematizations, in the face of understanding the meaning of 
being a teacher, give way to perspectives in which instrumentalization is central. As a result, the 
possibilities for discussions/reflective themes indicated in Chart 1 for the characterizing element 
vulnerability and sense of agency are minimized.

The silencing of a space aimed at demarcating the appreciation of teachers, such as the 
chapter “Dos Profissionais do Magistério e Sua Valorização” [Of Teaching Professionals and Their 
Appreciation] in Resolution CNE/CP 02/2015 is representative of the spaces that reflect on the ethi-
cal, social, political, and professional commitments present in Resolution CNE/CP 02/2019.

11 The chapters are: (i) Of the Object; (ii) The Fundamentals and Policy of Teacher Education; (iii) The Curriculum 
Organization of Higher Education Courses for Teacher Education; (iv) Teaching Degree Courses; (v) Education in the 
Second Teaching Degree; (vi) Pedagogical Education for Graduates; (vii) Education for Pedagogical and Management 
Activities; (viii) Internal and External Assessment Process, and (ix) Transitional and Final Provisions.

12 Immediately after the ten general competencies, 12 specific competencies are presented, equally distributed among 
the three dimensions.
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6. Final considerations
This article, through the problematizing question: What is the space for potential discus-

sions regarding professional identity in the National Curriculum Guidelines for the initial and con-
tinuing education of TTMs?, was based on the reading of the four DCNs (Brasil, 2006, 2015, 2019b, 
2020), in the search for signs of approximations, distancing and/or silences regarding the elements 
that characterize the TTMs’ PI, present in the characterization proposed by Cyrino (2017, 2018).

Based on this characterization, we move towards the perspective of finding potential clues 
for the discussion on (i) the knowledge and expectations of prospective TTMs regarding the profes-
sion, (ii) vulnerability and sense of agency, and (iii) political commitment.

As a result of the search for such evidence, a silence on important points was observed 
between Resolution CNE/CP 02/2015 (which reveals potential concerns aligned with the PI theme) 
and Resolution CNE/CP 02/2019. Of the DCNs studied, the demarcation of intentions in discussing 
teacher appreciation present in Resolution CNE/CP 02/2015 is a notable factor.

As a study that is part of research developed in a professional master’s degree, it is impor-
tant to highlight the relevance and challenges of investigating this topic. We understand that the 
elements characterizing the TTMs’ PI listed by Cyrino (2018) can be expanded due to their specifi-
cities and the scope of the teaching exercise. This proposition corroborates this study to expand 
the theoretical lens of research that discusses the TTMs’ PI in professional master’s degree courses 
to encourage these discussions in the formative spaces in the school contexts of in-service basic 
education TTMs.

While we were finalizing the investigation, MEC, through the National Education Council 
(Conselho Nacional de Educação–CNE), published Resolution CNE/CP n. 4/2024, providing for the 
National Curriculum Guidelines for initial higher education aimed at basic school teaching pro-
fessionals. From this perspective, one research possibility is to reflect on the similarities and/or 
differences between the ideas outlined in the current guideline and its predecessors regarding the 
TTMs’ PI.
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