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The Mathematics community often does not agree on definitions of concepts and on the meanings of their symbols. For example, in the topic of complex numbers some Israeli textbooks propose that √𝑎 + 𝑏𝑖 represents a single value, while others maintain that two values are indicated (in the field of real numbers there seems to be a consensus around √𝑎 2 = |𝑎|). When introducing such a debatable concept to students, teachers usually choose a particular approach among mathematically acceptable alternatives, and stick with it. In this poster, I am focusing on the question "what does a university lecturer take into account when making such a choice?". I embark on the question with [START_REF] Schoenfeld | Toward professional development for teachers grounded in a theory of decision making[END_REF] theory of decision making. According to this theory, in-the-moment decisions that teachers make in classroom situations can be modelled with three explanatory constructs: resources (consisting of teacher's knowledge inventory, social and material resources), goals that are set to be achieved (either consciously or unconsciously) and orientations (including beliefs, values and preferences). Schoenfeld suggests that the model can be further used for structuring developmental trajectories and promoting teacher expertise.

For an experienced university lecturer, the choices among mathematical alternatives are hardly "inthe-moment", in the sense of spontaneity. Instead, I argue that these choices are systematically reproduced by some decision-making mechanisms that a lecturer brings to bear in a variety of teaching situations. Indeed, after the choice has been shared with the students (i.e. in one 'moment' during a course), for the benefit of course coherence, a lecturer is expected to maintain the choice through consequential inferences. Accordingly, making sense of these choices might illuminate some aspects of one's epistemological perspectives on mathematics didactique. I showcase this idea with the case of Elza and direct interested readers to [START_REF] Kontorovich | √9=? The answer depends on your lecturer[END_REF], where additional illustrations were analyzed with a different theoretical lens.

Elza is a highly-reputed lecturer in a technological university in Israel, who holds a master's degree in mathematics and a PhD in mathematics education. Elza has more than thirty years of teaching experience, and she specializes in teaching linear algebra. These facts suggest that her knowledge inventory is rich and solid. Elza's specialization determines a significant component of her instructional setting; typically, students in Elza's university learn a single course in linear algebra, which is a pre-requisite for many other courses. In this way, didactical choices that Elza makes shape students' knowledge development in her course and in the courses taught by her colleagues.

An interview with Elza revealed a variety of interesting didactical choices that she makes, some of which are barely conventional. To name a few, it turned out that in the field of real and complex numbers, she defines √𝑎 𝑛 to be multi-valued -all solutions to the equation 𝑥 𝑛 = 𝑎. Elza explained that this is her way to connect roots of numbers, roots of equations and roots of polynomials, all of which are discussed in her course. When a singular positive root is required, she uses the symbol '+√ '. For example, when computing a module, Elza writes |𝑎 + 𝑏𝑖| = +√𝑎 2 + 𝑏 2 . With regard to an apparent conflict between her multi-valued approach to real roots and a single-valued approach which is used in the calculus courses, she indicated that, "[I]n calculus they have functions and [here] we are dealing with values in linear algebra. Every branch of mathematics works with its own premises". It also turned out that Elza avoids using complex numbers, the Cartesian form of which contains roots (e.g., √3 + 𝑖) because "they look like a single thing but are actually two numbers". Lastly, Elza explained that she has just a few hours to cover the foundations of complex numbers, and then she does not go into "nuanced details". She would have expanded the scope of the course if it was intended for pre-service teachers only.

Several observations can be made based on Elza's choices. On the one hand, a multi-valued approach to the root concept and radical symbol entails consistency between several topics in her linear algebra course. For instance, real roots of a number are preserved and possibly extended with non-real numbers in the field of complex numbers. Then, for Elza's students a transition from the field of reals to complex numbers is mostly a matter of concept extension rather than redefinition. On the other hand, Elza's choices create 'monsters' (cf. [START_REF] Lakatos | Proofs and refutations[END_REF], such as inconsistency with mathematics studied in other courses, ambiguity and unconventional symbols. When monsters are necessary for linear-algebra purposes, Elza conducts "monster-adjustment" to familiar categories (e.g., '+√ '), otherwise, the "monster-barring" method is used to expel the problematics from the course scope (e.g., √9 + 𝑖).

In terms of Schoenfeld ( 2011), Elza's didactical choices can be explained with a complicated intertwining of resources, goals and orientations. A limited resource of time promotes setting pragmatic goals, the scope of which does not go beyond a particular course. In some cases, the choices lead to unconventional consequences and artificial limitations of the course content. In other cases, the choices seem to benefit the course instruction through tightening the connections between the topics. Evidently, the choices align with Elza's orientations about the nature of mathematics (e.g., different branches can have incompatible approaches to the same concept) and students' academic needs (e.g., roots should be taught differently to pre-service teachers). In this way, the choices seem to reflect an 'equilibrium' that Elza achieved in her didactical decision-making. Are Elza's choices really beneficial for her students? Are students aware of non-chosen alternatives? How unique is Elza's decision-making? I invite the community of university mathematics education to join me in pursuing these interesting questions through further research.
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