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A TENSION IN TEACHING “MATH FOR TEACHERS”: 
MANAGING COGNITIVE AND AFFECTIVE GOALS 

Susan Oesterle 
DoXglas College 
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This paper presents partial results of a completed study which investigated the experience of teaching 
mathematics content courses to preservice elementary teachers. Interviews with ten mathematics 
instructors who teach these courses revealed several major tensions, including one that arises as 
instructors strive to set priorities and balance their affective and cognitive goals for their students. An 
analysis of three of the instructors’ experiences of this particular tension will provide insight into the 
factors that contribute to it and how it is managed. 

.eyZords� 7eacher (dXcation±Preservice� Affect, (motion, %eliefs, and AttitXdes� Mathematical 
.noZledge for 7eaching 

Background 

Concern over the mathematics preparation of elementary school teachers has led to increasing calls for 
prospective teachers to taNe speciali]ed mathematics content coXrses, i.e. Math for 7eachers �MF7� 
coXrses, dXring their XndergradXate programs �GreenbXrg 	 Walsh, 2008� Conference %oard, 2010�. 7hese 
coXrses are XsXally taXght by instrXctors in mathematics departments, and some recent stXdies have begXn 
to call into TXestion Zhether these instrXctors are eTXipped to meet the needs of MF7 stXdents, particXlarly 
Zith respect to affect �+art 	 SZars, 2009�. 

AlthoXgh there has been some research done into teaching styles of post�secondary mathematics 
instrXctors generally �StricNland, 2008�, and into the difficXlties they face in implementing reform 
approaches �Wagner, Speer, 	 5ossa, 2007�, there seems to be little information aboXt mathematics 
instrXctors in the conte[t of teaching MF7 coXrses. 7he original stXdy Xpon Zhich this paper is based 
soXght to address this gap in the literatXre. ,ntervieZs Zith ten mathematics instrXctors Zho teach MF7 
coXrses at varioXs post�secondary institXtions in %ritish ColXmbia Zere analy]ed in order to ansZer 
TXestions, inclXding� What are the maMor tensions they e[perience" What factors contribXte to these 
tensions and hoZ are they managed" 

Given space limitations, this paper Zill discXss only one of si[ maMor tensions revealed in the fXll 
stXdy, specifically, the tension related to instrXctors¶ efforts to balance their affective and cognitive goals 
for their stXdents. 

Supporting Literature 

7he research reported in this paper is informed by prior research into the cognitive and affective needs 
of prospective elementary school teachers �Zith respect to mathematics�, as Zell as literatXre on tensions. 

Cognitive and Affective Needs 

With respect to the stXdents in MF7 coXrses, there is evidence to sXpport concerns that they have poor 
Xnderstanding of the elementary school mathematics topics� %all¶s �1990� stXdy of 252 preservice teachers 
revealed ³Xnderstandings that tended to be rXle�boXnd and thin´ �p. 449�. 5egarding their beliefs, the 
elementary preservice teachers in the groXp ³tended to see mathematics as a body of rXles and facts, a set 
of procedXres to be folloZed step by step, and they considered rXles as e[planations´ �p. 464�. Preservice 
elementary teachers often sXffer from mathematics an[iety �+embree, 1990�, and some are only enrolled 
to ³fXlfill a reTXirement rather >sic@ to learn more mathematics´ �.essel 	 Ma, 2001, p. 477�. 

AlthoXgh it is clear that MF7 stXdents have mXch mathematics to learn, and often come in Zith 
negative attitXdes and beliefs, the literatXre does not provide specific advice on Zhether cognitive sNills or 
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affect shoXld taNe precedence in teacher preparation. ,n fact, there is considerable literatXre engaged in 
debate over this issXe. While some researchers maNe a case for the priority of strong mathematics 
NnoZledge, pointing oXt that sXch NnoZledge can both boost confidence and maNe teacher practice �i.e., 
the implementation of teachers¶ pedagogical beliefs� more effective �SchZart] 	 5iedesel, 1994� 
GoXlding, 5oZland, 	 %arber, 2002�, a large nXmber advocate for an emphasis on teachers¶ beliefs in 
speciali]ed mathematics content �and methods� coXrses �.essel 	 Ma, 2001� /ilMedahl, 5olNa, 	 5oesNen, 
2007�, observing that beliefs Zill affect both stXdents¶ learning in preservice mathematics coXrses and their 
later teaching. Still others promote the vieZ that stXdents¶ NnoZledge and beliefs need to be challenged in 
teacher edXcation programs �%orNo et al., 1992�. 7his debate in the literatXre is reflected in the tension 
e[perienced by the MF7 instrXctors described in this stXdy. 

Tensions 

7ensions, often e[pressed as ³dilemmas,´ have been recogni]ed as an integral part of teaching 
practice, dating bacN at least to the early 1980s. ,n their seminal ZorN, %erlaN and %erlaN �1981� e[amined 
the comple[ and sometimes contradictory behaviors of teachers in responding to the cXrricXlXm Zithin 
socio�cXltXral conte[ts. 7heir Xse of the langXage of dilemmas Zas taNen fXrther by /ampert �1985�, Zho 
emphasi]ed the personal and practical aspects of dilemmas. 

/ampert �1985� observes that tensions in teaching are often ³managed´ rather than resolved. She 
characteri]es teachers as ³dilemma managers´ Zho find Zays to cope Zith conflict betZeen eTXally 
Xndesirable �or desirable bXt incompatible� options ZithoXt necessarily coming to a resolXtion. Faced Zith 
a teaching dilemma, the teacher mXst taNe action, finding a Zay to respond to the particXlar sitXation, even 
Zhile the ³argXment Zith oneself´ �p. 182� that characteri]es the dilemma remains. For /ampert, the 
ongoing internal strXggles presented by the tensions arise from and contribXte to the developing identity of 
the teacher, and as sXch have valXe in themselves. FXrthermore, she comments� ³2Xr Xnderstanding of the 
ZorN of teaching might be enhanced if Ze e[plored Zhat teachers do Zhen they choose to endXre and 
maNe Xse of conflict´ �p. 194�. 

More recently, %erry �2007� focXsed on ³tensions´ in a self�stXdy that e[amined her oZn efforts to 
improve her practice as she made the transition from teacher to teacher educator, finding that the notion 
³captXred Zell the feelings of internal tXrmoil e[perienced by teacher edXcators as they foXnd themselves 
pXlled in different directions by competing pedagogical demands in their ZorN and the difficXlties they 
e[perienced as they learnt to recogni]e and manage these demands´ �p. 119�. ,n the stXdy presented here, 
the instrXctors are similarly e[periencing a transition betZeen teaching fXtXre users of mathematics and 
teaching fXtXre teachers of mathematics, a sitXation Zhich inflXences the tensions they e[perience. 

Methodology 

Data for this stXdy Zere gathered throXgh intervieZs Zith ten participants, five male and five female, 
all instrXctors in mathematics departments at post�secondary institXtions Zho teach MF7 coXrses. 
7heoretical sampling �CresZell, 2008� Zas Xsed to achieve variety in type of post�secondary institXtion 
represented, as Zell as varying degrees of e[perience in teaching MF7. 7he ten instrXctors represented 
nine different institXtions, and their e[perience teaching the MF7 coXrse ranged from novice to 20 years. 

7he one�hoXr long intervieZs Zere semi�strXctXred, beginning Zith a set of core TXestions bXt 
alloZing for variations and additional TXestions to be asNed as needed. SXch an open�ended �³clinical´� 
approach is advocated by GinsbXrg �1981� in sitXations Zhere discovery or identification�description of a 
phenomenon is the obMective. 7he TXestions soXght to elicit the instrXctors¶ conceptions of the MF7 coXrse 
by asNing them to e[amine their goals, describe the approaches they taNe, compare the teaching of MF7 
Zith teaching of other mathematics coXrses, and reflect on the challenges and the sXccesses they 
e[perience. 

7he intervieZs Zere aXdio�recorded, transcribed, and analy]ed Xsing constant comparative analysis 
�CresZell, 2008�. An iterative coding process �Charma], 2006� Zas employed in order to alloZ concept 
codes and themes to be identified. 9ery feZ neZ codes emerged after the tenth intervieZ, sXggesting 
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satXration of the data. Specific concept codes, inclXding ³priorities,´ ³Zishes,´ ³doXbts,´ ³barriers,´ and 
³resistance,´ helped to locate instances of instrXctor tensions in the transcripts. 

Analysis of the tensions Zas fXrther facilitated by techniTXes of discoXrse analysis �5oZland, 1995� 
and considerations of positioning �+arrp 	 van /angenhove, 1999�. 7he former helped to locate hesitation, 
Xncertainties and inconsistencies, Zhile the latter sXpported Xnderstanding of conte[ts and factors 
contribXting to the tensions identified. 

Results 

2ne of the maMor tensions that emerged throXgh the coding and thematic analysis involved instrXctors¶ 
strXggles Zith managing their cognitive and affective goals for their stXdents in the MF7 coXrse. (ach of 
the instrXctors e[perienced this tension differently, hoZever, dXe to space limitations, only the cases of 
%ob, Maria and Alice �all pseXdonyms� Zill be described here. 7hese three cases Zill sXffice to e[emplify 
the diversity and scope of the vieZs e[pressed. 

Bob 

%ob¶s e[perience of this tension emerged in the contrast betZeen his comments at the beginning of his 
intervieZ Zith respect to his primary goals in his MF7 coXrse and his later reflections on the Xltimate 
oXtcomes for his stXdents.  

%ob reported that his main emphasis is on bXilding deep conceptXal Xnderstanding in his stXdents, 
althoXgh affective considerations are also very important to him. +is coXrse ³focXses on a very soXnd 
fXndamental ability to appreciate >mathematics@, in a theoretical Zay, Zhy things ZorN,´ along Zith having 
³a secondary by�prodXct of Zhat yoX do in the classroom is to get the stXdents to enMoy it.´ 7he cognitive 
and affective are closely related for %ob. From his responses to prompts aboXt dealing Zith stXdents¶ 
an[iety, he e[presses the vieZ that his stXdents¶ an[ieties are at least in part caXsed by, and at the same 
time the caXse of, their lacN of arithmetic sNills. ,t is his hope that helping his stXdents learn aboXt the 
strXctXre of mathematics Zill solidify their Xnderstanding, giving them confidence, competence, and 
enMoyment. 

/ater in the intervieZ, commenting on Zhat his stXdents leave the coXrse Zith, %ob observed that his 
stXdents ³have improved most in their technical abilities,´ along Zith having gained some problem�solving 
sNills, althoXgh these need to continXe to be developed. %Xt he is Xltimately disappointed, both in his hopes 
to bXild deep theoretical Xnderstanding, and in his hopes to increase his stXdents¶ appreciation for, and love 
of, mathematics. 

Bob� ,n terms of appreciating some of the more sXbtle aspects of the theory, , thinN that¶s another thing 
that they coXld do better, if they had better basic arithmetic sNills, coming in. So ... yeah, in terms 
of Zhat , prodXce, , gXess, in terms of the other goal, for love of math" UnfortXnately, the coXrse 
is so pacNed, that in some Zays, , thinN they do get a little bit beaten by the end, and they¶re MXst 
tired. 

+e does see some sXccess in improving their technical sNills, althoXgh their depth of Xnderstanding still 
falls short, bXt admits Zith regret that he is less than sXccessfXl �by his oZn standards� in terms of affective 
aims. +e is trying to cover too mXch, to the e[tent that his stXdents are overZhelmed. 

A closer looN at this passage, Zith particXlar attention to pronoXn Xse, offers some fXrther insights. ,n 
the first sentence, he ostensibly places the responsibility on the stXdents, ³they coXld do better, if they had 
better basic arithmetic sNills.´ +oZever, as %ob is aZare, the prereTXisites for the coXrse are not controlled 
by the stXdents, or by him, bXt are set by the larger commXnity. Whether it is the faXlt of this commXnity 
or the stXdents themselves, he sees the lacN of stXdent sNills coming into the coXrse as an impediment to 
his ability to reali]e his goals for his stXdents. 

+e then sZitches to consider Zhat he �³,´� prodXces. +aving already mentioned that stXdents have 
increased their technical abilities, he moves to his ³secondary´ goal, improving affect. 7he resXlts here are 
³XnfortXnate´� he describes his stXdents as ³beaten´ and ³tired´²not at all Zhat he desired. 7he phrase, 
³the coXrse is so pacNed,´ is telling. ,t is offered as an e[planation for the stXdents¶ states of e[haXstion� 
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there is too mXch material in too little time. %ob¶s Xse of the passive voice here sXggests that he is not in 
control of the coXrse content� Zith it he positions himself as Xnable to remedy this ³XnfortXnate´ sitXation. 
7he coXrse, as he believes he is e[pected to deliver it by his institXtion, demands too mXch of the stXdents. 

%ob is not a neZ instrXctor of the MF7 coXrse, and so has liNely lived Zith this problem for some 
time. +e is stXcN in this dilemma. 2n one side he has stXdents Zho are Xnprepared for the level of 
mathematics he believes they need in order to ³appreciate´ the mathematics �both in a cognitive and in an 
affective sense�. 2n the other side, he has a prescribed cXrricXlXm he is e[pected to ³cover.´ +e feels a 
strong responsibility as a mathematics instrXctor, seeing himself as being charged Zith ³delivering the 
content´ �%ob¶s Zords�. From %ob¶s perspective, the sitXation coXld be improved if the stXdents Zere 
stronger coming in, bXt this is not Zithin his immediate poZer to change. So he manages the tension by 
adhering to his practice in his other mathematics classes²he focXses on the content, despite his 
dissatisfaction Zith the oXtcomes. 

Maria 

Similar to %ob, Maria e[pressed a strong intention to improve stXdents¶ mathematical Xnderstanding, 
emphasi]ing cognitive goals. +oZever, Maria¶s Xse of the past tense in describing these goals in her 
intervieZ, even thoXgh she Zas teaching the coXrse at the time, sXggested she Zas having second thoXghts 
aboXt her priorities. 

Maria Zas a first�time instrXctor of the coXrse at the time of the intervieZ, and Zas sXrprised by the 
needs of her stXdents, not only their ZeaN mathematics sNills, bXt their mathematics an[iety and the barrier 
to learning it presented. 

Maria� So my goal Zas, primarily, sort of more content, and , >...@ NneZ that there ZoXld be some 
issXes of, let¶s describe it as ³math phobia´ or an[iety, Zith math. , MXst >Zas@ still sXrprised to see 
it so strong at this level, that it overrides their learning, that it blocNs their learning� 7hat¶s Zhat , 
discovered, and it sXrprised me that it ZoXld be this strong. 

She Zent into the coXrse e[pecting that she ZoXld be teaching mathematics and ZoXld need to deal Zith 
math an[iety, bXt at a certain point she reali]ed that, at least for some of her stXdents, the affective issXes 
ZoXld need to be addressed before they coXld learn the mathematics. Maria commented that she believed 
she had lost aboXt a third of her stXdents, and Zas not sXre hoZ to get them bacN on tracN. 

Maria� For this groXp of stXdents at this point, content" Forget it. , need an attitXde change. , need 
>their@ perception of math to change. And , can¶t reach it anymore. ,t Zas very high, yoX NnoZ, it 
Zas a good high in the beginning of the coXrse, becaXse of Zhat , did, free, sort of, problem�
solving, open discXssion, everybody let¶s MXst ... >there Zas a@ fX]]y, co]y atmosphere. %Xt the 
topic does get difficXlt, yeah" 

Maria seemed to feel that she had missed an opportXnity. For this particXlar groXp of stXdents, she did 
not believe it ZoXld be possible for them to progress ZithoXt an attitXde change, and this change Zas not 
possible to attain ³anymore.´ She spoNe nostalgically aboXt a time at the beginning of her coXrse Zhen her 
approach Zas different� there Zas ³open discXssion,´ ³free´ problem solving, and a friendly atmosphere. 
She seemed to taNe responsibility for these initial positive feelings� it Zas good becaXse of ³Zhat >she@ 
did,´ bXt something changed� her approach changed, and in this e[cerpt the reason offered for the change 
Zas the ³topic,´ i.e., the mathematics, Zhich gets more difficXlt as the coXrse progresses. 

/iNe %ob, dXring her intervieZ Maria e[pressed a sense of obligation to complete the prescribed 
mathematics content for the coXrse, a disposition that appeared to be in tension Zith her goals to both 
promote deep conceptXal Xnderstanding and address her stXdents¶ affective needs. +er desire to ³cover the 
content´ inflXenced her choice of teaching methods, leading her to redXce in�class activities, sXch as open 
discXssions of readings and problem�solving sessions, methods that she described as effective, bXt not 
time�efficient. At the same time, she reported that it troXbled her that she Zas leaving stXdents behind, 
stXdents Zho ZoXld continXe to sXffer from negative attitXdes to math and continXe to have ZeaN sNills. 
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An additional consideration for Maria that contribXtes to this tension is a perception that the MF7 
coXrse has the potential, if not the responsibility, to act as a filter. (arly in her intervieZ, comments Zith 
respect to the importance of deep content NnoZledge for mathematics teachers �not cited here� revealed a 
strong commitment to ensXring that she does her part in the preparation of fXtXre elementary teachers� i.e., 
if the mathematics sNills of the prospective teachers are too ZeaN, they shoXld not be permitted to go on to 
become teachers. 

Maria Zas far from resigned to living Zith this tension. At the time of the intervieZ she Zas still 
seeNing to Xnderstand her stXdents better and find methods that ZoXld be more effective for them, to find a 
Zay to change their attitXdes so that the mathematics coXld be learned. 

Alice 

,n contrast to %ob and Maria, Alice Zas less concerned aboXt bXilding mathematics NnoZledge and 
mXch more concerned aboXt affect. 7his also created tension for her, althoXgh this Zas not evident early in 
her intervieZ. Alice¶s emphasis Zas on helping her stXdents see the ³fXn´ of mathematics. She described 
the many Zays she tries to address her stXdents¶ an[ieties and to bXild their confidence, inclXding striving 
for a very rela[ed classroom atmosphere Zhere TXestions are encoXraged and stXdent interaction and 
e[ploration of concepts is the norm.  

7he tension betZeen her affective and cognitive goals for her stXdents did not emerge Xntil she 
considered Zhether her stXdents Zill be prepared to go on to be teachers of mathematics.  

Alice� 7hat¶s a very good TXestion. 7hat, that¶s a very deep TXestion. %ecaXse Ze don¶t teach so mXch 
math in that class, yoX NnoZ. We don¶t drill them on Zhether they can do those fractions. We Nind 
of believe they have the elementary math, that¶s hoZ Ze let them in >...@. %Xt hoZ mXch above it 
shoXld they be" <oX see they alZays say that yoX shoXld be significantly above Zhat yoX Zant to 
teach, becaXse then yoX have the big pictXre, yoX see the troXbles and all that. , don¶t NnoZ that 
mXch aboXt that. >...@ Many at least Zill not be afraid to go for it. %Xt , still thinN there are people 
Zho Zill be afraid. , still thinN , let people go in there being afraid. 

,n this passage, she begins Zith the admission that improving stXdents¶ mathematics proficiency is not a 
maMor obMective in her coXrse. 7his is folloZed by a MXstification that stXdents are presXmed to come into 
the coXrse Zith sXfficient mathematics sNills, hoZever the hedge ³Ze Nind of believe´ and other comments 
in her intervieZ sXggest that she reali]es those sNills are often lacNing. She then considers that even if they 
coXld do the arithmetic, perhaps that ZoXld not be enoXgh, that teachers of mathematics shoXld have a 
deeper Xnderstanding of the sXbMect. She even provides reasons for Zhy this deeper Xnderstanding might 
be helpfXl, bXt then TXicNly dismisses this as edXcation theory, something she is not an e[pert in. She looNs 
to her goal of improving attitXdes ne[t, to see if ³at least´ her stXdents Zill no longer be afraid of 
mathematics, bXt sadly admits that even in this respect, some of her stXdents are not ready. 

A carefXl parsing of this passage reveals some of the different forces contribXting to the tensions that 
Alice operates Xnder. As she thinNs aloXd, her pronoXn Xse changes from ³Ze´ to ³they´ to ³,.´ ³We´ 
liNely represents her institXtion as she describes Zhat does not happen in the coXrse� there is not mXch 
math and no sNill drill. (ven if she disagrees, the obMectives for the coXrse are set by her institXtion. ,n the 
phrase ³they alZays say...,´ the ³they´ seems to point to edXcation e[perts, or at least to those Zho have an 
informed opinion, bXt she disassociates herself from this groXp, sZitching to the pronoXn ³,,´ and denying 
any e[pertise in deciding Zhat stXdents need. Ultimately, responsibility for the content and obMectives of 
the coXrse is deferred to others, her institXtion and�or the commXnity.  

Alice seems to believe that the goals for improving stXdents¶ attitXdes and diminishing their an[iety 
are important, and this is consistent Zith the reported aims of her institXtion. As a resXlt of this local 
orientation, she does not e[press the same concern as %ob and Maria Zith respect to ³covering´ the coXrse 
content. %Xt there is still a tension here as she contemplates Zhat she achieves Zith the coXrse, and Zhat 
fXtXre teachers might need both in terms of mathematics proficiency, Zhich she does not address to a great 
e[tent, and attitXdes toZards mathematics, Zhich she tries to address, bXt feels she does not entirely 
sXcceed in. She deals Zith this tension by deferring aXthority for deciding these priorities to others at her 
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institXtion and Zithin the teacher edXcation system, bXt remains concerned Zith the implications for fXtXre 
teachers.  

Discussion 

%ob, Maria and Alice e[perience the tensions differently, bXt all strXggle Zith finding the balance 
betZeen bXilding stXdents¶ mathematics proficiency�Xnderstanding and fostering positive attitXdes, Zithin 
the parameters set for the coXrse. %ob hopes to improve affect throXgh bXilding cognitive sNills �one of the 
vieZs reflected in the literatXre�, bXt his affective aims are sabotaged by an emphasis on content that he 
sees as too mXch for his stXdents to absorb given their sNills coming into the coXrse. +e opts in favor of 
covering the coXrse content, fXlfilling his perceived obligation as a post�secondary mathematics instrXctor, 
even thoXgh this means the stXdents leave the coXrse far less e[cited aboXt mathematics than he ZoXld 
liNe. Maria¶s comments revealed a groZing aZareness that her cognitive aims cannot be attained, at least 
for some of her stXdents, Xntil affective barriers have been removed �reflecting the other side of the 
affective�cognitive debate�. She, too, sticNs to the coXrse cXrricXlXm, even thoXgh stXdents are left behind, 
largely to try to ensXre that stXdents Zho do not have a certain level of Xnderstanding Zill not become 
teachers before they are ready. For Alice, Zhose emphasis is already primarily on the affective, there is an 
Xneasiness that Zhat her coXrse provides may not be enoXgh to meet either one of her stXdents¶ affective or 
cognitive needs, at least for some of her stXdents. 

%oth %ob and Maria seem to manage this tension betZeen cognitive and affective aims by staying trXe 
to the coXrse syllabXs and ³covering the material,´ even thoXgh they are Xnhappy Zith the conseTXences. 
7here are indications Zithin the broader stXdy that this commitment to the prescribed coXrse content is a 
prevalent norm amongst post�secondary mathematics instrXctors. 7his may not be sXrprising given that the 
traditional calcXlXs�stream mathematics coXrses that they generally teach tend to be seTXential in natXre 
Zith topics in one coXrse bXilding on NnoZledge of earlier coXrse content. ,t is Xnclear Zhether instrXctors 
are conscioXsly aZare of this norm or have considered its appropriateness in the conte[t of MF7 coXrses. 

([ceptionally, Alice does not appear to adopt this norm in her MF7 coXrse, at least in part becaXse the 
mandate from her institXtion is a focXs on affective goals. <et this does not free her from the e[perience of 
tension. She manages her sitXation by deferring to the aXthority of others at her institXtion, bXt she is left 
Xneasy Zith the mathematics proficiency of some of her stXdents in the conte[t of their role as fXtXre 
teachers, Zhile not being Zholly satisfied that her affective goals are being reached. +er comments point 
to additional factors that contribXte to this tension, inclXding the often ZeaN mathematics sNills of stXdents 
coming into the MF7 coXrse, also observed by %ob, and the sense that one of the roles of the coXrse is to 
act as a filter to prevent those Zith poor mathematics sNills from becoming elementary school teachers, 
also e[pressed by Maria.  

%oth of these concerns point to larger problems Zithin the system of teacher preparation, problems 
Zith defining the level of mathematics proficiency elementary teachers need, and Zith clearly defining the 
role of MF7 coXrses in their preparation. 

Conclusion 

7his tension is not easily resolved. As illXstrated by the case of Alice, it is certainly not simply a 
matter of refocXsing priorities on affective rather than cognitive goals²both are important in the 
development of fXtXre teachers of mathematics. 5ather than attempt to resolve the tension, in the spirit of 
/ampert �1985�, Ze consider instead Zhat can be learned from it. 

7he stXdy by +art and SZars �2009� sXggests that approaches of MF7 instrXctors may negatively 
impact stXdent affect. 7his stXdy coXnters that even Zhen instrXctors are concerned aboXt stXdents¶ 
attitXdes and beliefs, their ability to respond to the affective needs may be constrained by normative 
commitments to coXrse syllabi, beliefs aboXt the level of mathematics proficiency needed by fXtXre 
teachers, and Xnderstandings of the role of the MF7 coXrse. Maria¶s comments aboXt redXcing in�class 
activities in order to get throXgh the material sXggest that these factors may also be barriers to instrXctors¶ 




������������������������!�����(������ ���%�	��������	������� 000�

�

���������$��&�	&$���$��&'�&$�+������"$��&��&�)���&*&�)/-./*&�	���

�����������
������
���
���

����������
���������
���
����
��
�����

��
����
��
����
��������������
�	��������������
��
�
���������
������������#��$���%�
������������������� �����".�

adoption of more reform�oriented approaches. FXrthermore, a perceived mismatch betZeen stXdents¶ prior 
mathematics preparation and coXrse e[pectations is also implicated. 

7he TXestion then becomes, hoZ can mathematics instrXctors best be sXpported by the mathematics 
edXcation commXnity as they strive to manage both cognitive and affective aims for MF7 coXrses" 7his 
stXdy sXggests that identifying norms in post�secondary mathematics instrXction that may differ from those 
in teacher edXcation may bring to light preconceptions that inhibit instrXctors¶ transition from teaching 
fXtXre users of mathematics to teaching fXtXre teachers. FXrthermore, ongoing research into the 
NnoZledge, beliefs and attitXdes needed by teachers of mathematics ZoXld assist in clearer articXlation of 
goals for MF7 coXrses and a better Xnderstanding of their place in the process of teacher preparation. 
Finally, althoXgh the debate betZeen the priority of affective versXs cognitive goals in the literatXre is 
e[emplified Zithin the cases of these instrXctors, it is Zorthy of note that the research literatXre does not 
play a direct role in informing these instrXctors¶ efforts to deal Zith their tensions. 7his is even more 
evident in the larger stXdy. AlthoXgh the literatXre to date offers no clear resolXtion, closer contact Zith the 
mathematics edXcation commXnity might e[pose these instrXctors to neZ strategies or alternate 
perspectives, placing them in a better position to manage their tensions. 
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