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Message from the President

Jennifer Novak

Learning never exhauststifeL Q G
-Leonardo da Vinci

As we enter a new school year, we make several plans for teaching ancugkitdar
activities. It’s also critically important that we make time to focus on our own continued
learning as educators.

This Fall 2016 edition of'#$%&"#(#)$%&"#), the official journal of the Maryland Council of
Teachers of Mathematics, provides the latest research for the members of MCTM to support our
professional learning. A great thanks to the editor of this edition’s Banner Tricia Strickland, and

the Publications committee, who have volunteered countless hours to review submissions and
assemble this publication.

As | begin my seventh year on the MCTM Board and second year as President, | am excited for
the strides we have made tgpart teachers across the state. We are continuing to look for
creative, lowcost ways to provide highuality professional learning to our dedicated members.

This past year has been no exception. In addition to our annual conference, MCTM sponsored
two regional conferences this spring: a Central Regional conference in Columbia, MD and an
Eastern Shore Regional conference in Wye Mils, MD. We continued to host an Elementary
Summer Academy and, for the first time, offered a Middle School Summer Acadeasy.

winter, we also sponsored our first Periscope panel discussion focused on math coaching. These
events would not have been possible without the commitment and creatwvity of our amazing
MCTM Board of Directors. We are always looking for volunteersagsist with the planning and
onsite support for these events. If you are interested in volunteeringi gour MCTM region
representative.

| hope you enjoy this latest installment Tdfe Banneker Bannemd make use of our upcoming
professional learnop opportunities, including our Annual Conference on Saturday, October 22,
2016. To get the latest MCTM news, visitps//www.maryland mathematics.argWe have
worked to update our website to provideety information and resources to our members and
will be adding some “members only” perks soon.

As always, your MCTM Board and | are here to serve you. Please contact us at any time to help
us best meet your needs.

M Y ab~—
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Using Interactive Studeriotebooks (ISNS) T¢
Increase Achievement in ARisk Algebra
Students

ByNicole Y. Henry, Frederick County Public Schools

Research reported in this paper was completed in a capstone project for the master’s degree in mathematics
education in the Graduatchool of Hood College.

Firstyear Algebra has long been thought of as a gateway course to upper level
mathematics and science courses. Over the last 50 years, the educational importance of Algebra
has continued to grow. Today, Algebra or a course in algebraic concepts issatogh
graduation requirement in thirfive states in the United States and is at the “core” of the
Common Core State Standards for Mathematics (CCSSM). As states and school districts are
being pressured to graduate students who are college and eadgrthe importance of
Algebra cannot be denied.

The education reform movement argues thigiebra for Allis crucial in creating students
who are colege and career ready (Eddy, 2014). Educators need to ensure that they are teaching
Algebra so that eary student is able to understand the algebraic concepts and that the
abstractness necessary for learning such concepts does not fiter out those with disabilities, poor
previous math performance or career goals (Allensworth, 2009). If one agrees wittArtyuar
Steen, a professor of Mathematics at St. Olaf College, that Algebra is “an invaluable engine of
equity” and *“a passport to advanced mathematics” (1999), then it is imperative that educators
make Algebra accessible to all students, and ensureatiematical experiences, especialy high

school ones, are equitable.
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Students can find success in fygar Algebra courses when teachers remember that
students from diverse backgrounds have diverse needs. The actual content of the course being
taught may actualy be less important than pedagogy and the relationships formed in the
classroom (Allensworth, 2009, p. 383). Actiities that foster independence seem to help students
engage in chalenges they may have previously thought out of reach.

A teader’s role in working with at-risk Algebra students, however, does not end with
engagement. Th&rowth Mindsetmovement grew out of the idea that students’ attitudes toward
their own abilties (their mindset) are connected to both their motivation arel/eciant.

Students who believe that their abilties can be developed do better than those students who
beleve that their abiities are fixed (Dweck, 2015). Dweck encourages teachers to include the
concept of growth mindset in their pedagogy. She adviSeachers who understand the

growth mindset do everything in their power to unlock that learning” (Dweck, 2015, p.2).

Notetaking systems can be tools to help increase student achievement and engagement in
the Algebra classroom, especially forrgk dudents. Caroline Wist, of The College of Wiliam
and Mary says, “The process of taking notes actively engages students in the learning process
which increases comprehensio(2006, p.30). A notetaking tool created specifically to
increase student gnah is the Interactive Student Notebook (ISN). The ISN was initially
developed in the 1970s by teachers at Aragon High School in San Mateo, California as a way to
engage and motivate Social Studies students. Teachers’ Curriculum Institute (n.d.), a publishing
company run by teachers, heard about the successes these teachers were having with the
notebooks, and worked with them to include the ISN as part of the TCI approach to teaching and

learning, which aims to combine “great content, meaningful technology and interactive
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classroom experiences” (Teachers Curriculum Institute, n.d.) to ensure all students are
successful.

When TCI adapted the Aragon High teachers’ notebook idea they wanted students to be
able to create unique, personal records of theinitgar(Teachers Curriculum Institute, n.d.).
Essential parts of each lesson involving the notebook are:

1. Preview Assignments- connecting the day’s lesson to prior knowledge;

2. Graphically Organized Reading/Lecture Notes;

3. Processing Assignments synthesizingwhat they have learned.
The ISN allows students to become actively involved in their own learfiram the Preview
Assignments which access students’ prior knowledge, through active notetaking, to Processing
Assignments which often involve graplacganizers,students are encouraged to be autonomous
thinkers and accestheir creativity. Students who work to keep and use their notebook, can see
that their efforts help them succeed.

Whie teachers may disagree about the type of notebook to usetemcisers who use
ISNs agree on the basic notebook set up which employs -defightechnique. The right side is
the input side, where reading and lecture notes and other teacher defined activities are completed
and the left side is the output side, véhatudents independently process the information on the
input side (Chespro, 2006). Output pages demonstrate that the students understand the input
material.

Teachers who have used Interactive Student Notebooks in their classrooms have varied
experiencesand report different outcomes. Brad Lewis, a journalism teacher who was first
introduced to the ISN whie he was a lelegm substitute teacher, realzed that once he adapted

the ISN to his own teaching style, It became, “much easier to use and understand” (2013, p. 32).
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He says the ISN “enables students to discover the rewards of diligence and of discipline” (2013,
p. 32). Robert Chespro, who uses the Interactive Student Notebook in his science classes, has
also adapted the notebook to his own styld feels that this adaptation is an essential step for
teachers to find success with ISNs as well (2006). Although most of the scholarly work on ISNs
has dealt with the secondary science classroom, teachers using the Interactive Student Notebooks
in the nathematics classroom have had similar resiisnifer Smith who hosts the blog
4dmulaFun has had so much success using the ISN that she offers workshops across the country
on how to best use them. She says that the Interactive Student Notebook is “not only a resource
for students, ... but a tool to engage students’ minds and set the foundation for content” (Smith,
2014).

In the summer of 2013, | began reading numerous educator blogs, as | looked ahead to
the beginning of a new school year as a high achmath teacher. The thing that most piqued
my interest was using Interactive Student Notebooks to help struggling students learn and retain
math content. |read all that | could about ISNs that summer and decided to use them for my
Geometry classes. Ake year went on, | was busier, and didn’t plan out my pages regularly so
students never realy took ownership of their notebooks. The notebooks were stil used by the
students, but when I informally surveyed them, the feeling was that they had ndtelpdein |
decided not to use the ISNs the next year and took time to refiect on whether their use was worth
the time and effort put in by both me and my students.

Based on my research into ISNs, | felt strongly that they could beneft my level 1
Concepual Algebra students. These students are the lowest level Algebra students at the high

school where | teach, so based on my research, | set out to incorporate ISNs into these classes. |
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planned on using the first semester class as a baseline, refiagt use of the ISN and modify
what needed to change.

At the beginning of the year, | purchased each student a composition notebook. | have found
composition books to be superior to spiral notebooks as the pages do not come out as easily. |
incorporated théSNs daily, so that it would become an important part of the regular routine of
the class. Students have their ISNs on their desks when they come into class every day and they

are used throughout the class period. Here are some examples of pages veenpiated.

Heen  Twe Molets “
e Sasg Example ofaright hand notes pagea
e IO lesson on writing the equation of a line

<
N =TEYD (sope . {...) Youcansee the student’s use of color

\'(‘B\ here.

al Given a)ees AND & palat on the Lise
# * L 9oes LRroagh

=L 3 <8 . Example ofa left hand guided
H=n practice page. The student is
s < £ : solving onestep equations and
! ' checking her solutions

Student notes are in one place, and they can refer to their notebook whenever needed. | keep
my own “teacher notebook” so that students always have a place to get information when they

are absent from class for any reason.
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As anticipated, not all of my students have positive attitudes toward the use of the Interactive
Student Notebooks. Most of the students, however, could agree that the neteleoek
beneficial to them. Sarah, a student in my first semester class said, “The notebook helped me
stay organized,” while Ben said, “It wasn’t a pain to take notes — Mrs. Henry helped us ...the
organizers helped me study what was important before thé’ tests

As | reflect on the use of the Interactive Student Notebooks in my Conceptual Algebra
classes this year, | am glad that | began using them, and | believe that their use was a benefit to the
students. Students improved in both engagement and achievelsatof the ISNs helped some
students increase their grades, whie others were able to become more organized learners.
Comparing frst quarter grades of each clagise first semester class | used as a baseline,

to the second semester class wheradenmodifications, wil help me make decisions as | go
forward. Numerical grades are assumed to be percentages. The side by side boxplot in figure 1
shows the distribution of the data for the semester 1 class and the semester 2 class. The upper
box plot $iows that the range of the students’ (semester 1) quarter 1 grades is 46 - from a 53 to
99. Although the lowest grade is a 53, almost 75% of the grades are above 70. The median
guarter 1 grade was 77, meaning that the upper 50% of scores was betwerer®97 @he
lower box plot in figure 1 shows the distribution of the data for the semester 2 class. There is a
slightly wider range of scores with this class than with the stemd class- from 50 to 100The
semester 2 class has a much higher mediare $8@) than the semester 1 class. Thasses the
lower 50% of the scores to have a much wider range. This is encouraging, as the upper 50% of

the scores, though narrower, is from 87 to 100.
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Box Plot comparing Semester
< ]> ] - to Semester 2
S

Y5 55 65 75 85 95
sem1 Osem?

It is important to note that this is not a completely valid statistically study. |am
comparing two different sets of students who bring to class completely different sets of abilties
and previous knowledge. In addition, there are many other lurkingblesi including gender,
family situation and work ethic that confound the outcomes. However, as | look at the data |
can’t help but feel that the use of the notebooks worked as a positive force in my classroom. |
wil definitely use the Interactive StudeNotebooks in my Conceptual Algebra classes next
year. | found the planning and executing stimulating and was pleased seeing students use them as
a resource.
Now that Algebra is a graduation requirement in the majority of the United States, we
need to b cognizant of methods we use to prepare students to master algebraic concepts that are
important for them to be college and career ready. Educators need to be aware of all students’
strengths and weaknesses and engage them in meaningful and equitedsevaruso that they
have access to opportunities in the future. Ensuring students have good note taking skils and are
able to use and reflect on those notes becomes increasingly importiunterds progress
through high school. Interactive Studenptdbooks can help students to actively take and
interact with their class notes. Teachers who have used these ISNs have had postive results both

with engagement and achievement. The Interactive Student Notebooks help foster student
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independence and usevariety of strategies to become actively involved in their learning
(Teachers Curriculum Institute, n.d.).
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WXLOGLQJ D WULGJH« R

By Michelle Harriger, Montgomery County Public Schools

Researcheported in this paper was completed in a capstone project for the master’s degree in mathematics
education in the Graduate School of Hood College.

We’ve all been there. You think a lesson is going well, students are making progress
through a topic, discussing with one another, when all of a sudden...Splat. Epic lesson failure.
From around the room, you hear a chorus of “Teacher! Teacher! | need help!” There’s no way
to get to everyone individually in the time allotted. In all likelihood, the thought, “Direct
instruction was so much easier... maybe this topic just can’t be taught via the Common Core’s
Standards for Mathematical Practice” crossed your mind. To give in to this notion, however,
would be a shame, as it robs our students of the opportunity to make connections between
mathematical concepts as well as creating their own path to a solution. In time spent planning
and revising lessons witimy Professional Learning Community (PLC), I’'ve found that the most
likely cause of the Epic Lesson Failure centers on the questions posed. Specifically, if students
are asked to make too big a leap on their own, they fal. The solution, thereforereiatéoan
intermediate question just prior to the point of failure, to provide a series of questions that are
challenging enough for students to remain engaged, but simple enough that students can make
each leap on their own. Such a series of questiohsnewessariy be different than the series of
guestions found in textbooks or lessons completed via direct instruction.

Here, I’ve provided three examples of a series of questions that failed, miserably, on the
first attempt, but were successful thdolwing year once intermediate questions were added.

Functions that Perform Transformations in the Coordinate Plane:
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The goal of this lesson is to meet CCSSM Geometry Congruence Standard 2, in
particular, that students should be able to “describe transformations as functions that take points
in the plane as inputs and give other points as outputs.” Our original question series was as
follows:

Question 1: Perform transformatiohon a figure in the coordinate plane, listing the coordinates

of the input and output.

P o+ o o o o—@ Y S T W (D D SN SD WD S (i S
Vs
o - ' ' ror et
| L L L /HEEE.
TT SIS IS TN TS IS IS IS TSI SIS ISR W - -
*
M. .-- 'S EEEEEEEES.
o - - { )N
A Lttt —t—1
, | RrE u.
. . £
{111} Iiwi 1 M

Trangiate poiet D five spaces to the rght. Record the coordinates of the predsmage and

image 0 the table Below.

Perform the same traoslation on point G ., Record the coordinates of the pre tmage and

age o the Lable below

Now choose your own point, and perform tha rame tramaiation. Record the cocrdinates for

the predmage and mage n the table.

lnp.! J '.’u!;’t"

DI )~ D . R

G ) G |

Question 2: Look for a pattern between the coordinates of the input and the coordinates of the

output.
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Question 3: Write a rule that wil take any point (X, y) to its new location under the same

transformation.

Generalize your findings into a rule that will take any point (X. V) as the input. If (X.})

undergoes the same translation, what will be the coordinates of the output?

(x.3) = . )

| still can’t, for the life of me, figure out why students who could beautifully describe the change

in x- and ycoordinates under a given transformation were so befuddled when asked to apply this
pattern to the point (X, y), but they were. One additionadstipn, however, made a remarkable
change. Our updated series of questions is as follows (the intermediate question is italicized):
Question 1: Perform transformatioh on a figure in the coordinate plane, listing the coordinates
of the input and outpu

Question 2: Look for a pattern between the coordinates of the input and the coordinates of the
output.

AXHVWLRQ $SSO\ WKLY SDWWHUQ WR WKH SRLQW 3

under the same transformation?

Point P (not shown in the figure) has coordinates (482, 167). If point P were to undergo

the same translation (translate five spaces to the right), what will be the coordinates of the
output P"? Use the data from your table to help you determine your answer.

(482.167) — ( : )

Question 4:Write a rule that wil take any point (x, y) to its new location under the same
transformation.
The change was remarkable! Even the folowing year with a completely new group of

students, our classes were able to work through all four tasks with kgleention.
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Equations of Circles

The goal of this lesson is to meet CCSSM Expressing Geometric Properties with
Equations Standard 1, specifically, to “derive the equation of a circle given center and radius
using Pythagorean Theorem.” The lesson originally posed the following series of questions:

Question 1: Find the distance between two points (shown on a coordinate plane).

Firsd the length of the segrmant given Below.
- +——eo >—s . l ,-J, - — & o-vL —71——4 —e -
| | | |
| | | B |
|} I R |
) + * *
l 1
* * - - -
| |
-4 - -
T ————
s - - -
’ L ’ -
]
4 * - -

This question established sketching a right triangle and using the Pythagorean Theorem as a
method for finding thelistance between two points. The legs of the triangle were both easiy
countable on the grid.

Question 2: Find the distance between two points whose coordinates were disparate enough to

make counting the length of the legs inconvenient.
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Find the distance from (2, 17) to (50, 48). Figure not drawn 1o scale.

(30, 48)

(2. 17)

This questin established the length of the horizontal and vertical legs as the difference -in the x
coordinates and the difference in thegordinates, respectively.

Question 3: Write an expression for the distance between two points: the center of thectircle an

a point (x, y) on the circle.

Werite 3 equation for the distance from a point (x, y) on the circle to
the center of the circle,

Yo y y e T ’ v » v

——2¢4— 11 Y 4 ~— 1 e ———
— o — - AI-« - ——— o — ¢ - — o —
| |
1 1 | ! 1 1
: 1 : 4 \ T 1
- 49— . i 1‘ — N— - &

Question 4: Given the radius and center of a circle, write an equation showing the distance

between two points (the center of the circle and a point (x, y) on the circle) is the radius of the

circle.
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Classes finished ugstions 1 and 2 in under 15 minutes, and found them easy. We began
guestion 3 with 20 minutes left in the period. We never made it to question 4. A day later, we
finally made it through, but we were now a day behind.

The following year, we tried the llmwing adjustment (intermediate question italicized:

Question 1: Find the distance between two points (shown on a coordinate plane).

Question 2: Find the distance between two points whose coordinates were disparate enough to
make counting the lengthf the legs inconvenient.

Question 3: Write an expression for the distance between a given point and a random point (X,

y).

Write an equation expressing the gistance between (5, 1) and (x, y).

(x, v)

Question 4: Write an expression for the distance between two points: the center of the circle and
a point (x, y) on the cite.

Question 5: Given the radius and center of a circle, write an equation showing the distance
between two points (the center of the circle and a point (x, y) on the circle) is the radius of the
circle.

Once again, an additional question made all tHeréliice. The entire series of questions was
completed in one class period, no f@ailing necessary.

90-degree Rotations in the Coordinate Plane about the Origin:

The Banneker Banner Fall 2016 Page 18



Our lesson on performing rotations (addressing a portion of CCSSM Congruence
Standard 2) &égan by defining rotations carefully. We then assigned the following tasks:
Question 1: Rotate a point given on either theryaxis through some multiple of 90 degrees

in a given direction about the origin.

| Rotate posnt P coumterciockwise 90 degrees about the ong
b Rotate poirt M counterciockwise 180 degr w
| Rotate post Y coumterciochwise 270 degrees abowt the of
..... S S . - -
4 e 4
)" f * 0 e+
2 2 ~ 2
...... b A’-L - 4
-5 H-+5 -5 Ts BT
-2 -2% - 1 il
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Question 2: Rotate a point in onetloed quadrants through some multiple of 90 degrees in a

gven direction about the origin.

| Rotate wnterciochwne S0 degroes abons the orgn
2. Rotate point L counterclockwise 18D degroes about the origi
. " A mher SOCkwive 4 M 3
1 t o
4 - 4 A
..... 4 .(? IS T T TS D WS .- —— 1
24» o - + . 2 3 { 2 3
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That students got stuck with question 2 was not entirely a surprise, but the degree to
which our classes got bogged down was surprising. Despite knowing thBoatefii rotations,
having access to compasses, and being able to correctly state the center and number of degrees of
rotation needed to complete the problem, students found it very difficult to visualize when to
“stop” rotating. A colleague came up with the questions below to try and help students see

where each multiple of 90 degrees brought a point:
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This question provided an “a-ha” moment for a number of students, so the following year, we
included it between questions 1 and 2:
Question 1: Rotate @oint given on either the->or yaxis through some multiple of 90 degrees
in a given direction about the origin.
Question 2: Rotate rectangle# 6 *90j counterclockwise about the origin
Question 3: Rotate a point in one of the quadrants through realiigle of 90 degrees in a
given direction about the origin.
Once again, the intermediate question saved the day! By the end of this series of questions,
virtually all of our students were rotating points correctly.
The next time you’re faced with a lesson that comes to a screeching hatft, take some time
to consider an intermediate question. First, look at the series of questions posed leading up to the
point at which the lesson stalled. Second, consider the intellectual leap that must be made to get
from the question just preceding the stall to the question that caused it. Third, create a new

guestion to pose between these two, which asks students to make part of the leap. This is a
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terrific time to consult your course tearthey can help you think afuestions to ask, help you
determine whether the intent of your question is clear, and offer other strategies. Once you’ve

revised your question series, it’s time to test it out. Make note of how the revised lesson went.

Did all run smoothly? Keep yowseries of questions for next year. Are there still some kinks to
smooth over? Make note of those as wel. Creating a successful lesson takes time, care, and in
all likelihood a few revisions. With careful notes, your team can create a series @hguést

wil lead to substantially better lesson plans.

To Table of Contents !
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*UDGH VW XFBR-HDQY QJV IRU XQ
' PSOLFDWLRQV IRU D

By J. Matt Switzer +)#,-$.-/0/1/4#$238& /" #5&/06-$8.'+$7 60# 6#$8+1 68502’
1#0&-$:")0-/0&'$;' 0<#)-0/%

Sally, a fourth grader, was asked what numbers the shapesHd\ = 12 could be.

Interviewer. So what do the shapes mean for this one?

Sally: Different numbers.

Interviewer. Sowhat numbers can | put in there that would make that work?

Sally 'LITHUHQW QXPEHUV HLJKW DQG IRXU , FDQYW GR VI
different numbers. Ten and twelve, eleven and one, five and six, wait, five and seven.

Students, such as Sally, begin generalizing meanings for formal, informal, and
idiosyncratic mathematical symbols as soon as they begin using the symbols. Drawing on their
prior knowledge and experiences, students’ generalizations may or may not be the same as the
teacher’s or the generalization we intend for our students to develop. In this article, I describe
findings from a research study exploring grade®4students’” meanings for formal and informal
representations of unknowns in double unknown adtksids, compare these findings to
common student misconceptions for lettassvariables in algebra classes and beyond, and
provide recommendations for assisting students in transitioning to the use cflsttarebles
and their conventions of use &gy move to mathematics in the middle years.

6WXGHQWVY ([SHULHQFHYV ZLWK ,QIRUPDO 5HSUHVHQWDWL

The National Council of Teachers of Mathematics (NCTM) suggested thd€-Rre
students *“use concrete, pictorial, and verbal representations to develop an understanding of

invented and conventional symbolic notations” (National Council of Teachers of Mathematics,
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2000, p. 90)Likewise, the Common Core State Standards for Mathematics (CCSSM) expects
students in first grade to represent unknowns in all positions of additon and subtraction
problems “by using objects, drawings, and equations with a symbol for the number to represent
the problem(National Governors Association Center for Best Practices & Council of Chief State
School Officers, 2010, p. 159n Grades &, NCTM further suggested that students “represent
the idea of avariable as an unknown quantity using a lettea symbol” (NCTM, 2000, p. 158,
emphasis added). These suggestions reflect the typical progression from informal representations
of variables and unknowns to conventional letters found in elementary mathematics curriculum
materials. The CCSSM does notlide “variable” until grade 6, potentially perpetuating
findings by Knuth, et. ak2005)that “knowledge of the concept of variable may be somewhat
fragile, particularly among '6-grade students” p. 75.

Philipp (1992)defined variables as “consisting of a symbol standing as a referent for a set
consisting of at least two elements” (p. 557). When applying this definition

[e]ven the literal symbok in the statemenk +3 = 7 is a variable, becauseepresents

any of the elements of the set in the unstddadimplicitly assumed domain, be it the real

numbers, the rational numbers, the integers, the natural numbers, as so forth (p. 577).

Usiskin (1999) noted the multiple definitions, referents, and symbols possible for
variables and how “conceptions of variable change over time” (p.7). The researcher’s purpose is
to attend tosstudent generategeneralization(s) for various as opposed to promoting a particular
definition, representation, or conception of variable. Specifically, representations of unknown
adcends in two unknown addends tasks with a given sum fefg> L s tand 4E 4L ).

As noted by Usiskin(1999)and Phiipp (1992), a specific definition for and

representation of variable is not universally established. Further compounding the issue

The Banneker Banner Fall 2016 Page 23



differentiating between variables, unknowns, and placeholders is students’ interpretation of the

various representations symbols. In the absence of adopting algebraic conventions for variables,
and the concept of variable, the questions of whether a symbol stdamdagwumber(s) is an

unknown quantity, variable, or place holder for a single value is relative to the students’ various
perspectives.

Student generalizations for the variety of representations of variables and unknowns,
hereby referred to as unknowrsnd whether they contribute to or hinder their understanding of
lettersasvariables is less well known. The author reviewed three commonly used elementary
mathematics textbook seriésnVisionMATH 2009;Investigations in Number, Data, and Space
2008;Mathematics: The Path to Math Succed€998)and found a variety of representations for
variables and unknowns including blanks, letters, shapes, and words. Typically, tasks in which
these representations were used contained a single variable, or unkriwess,the solution was
a single value(Knuth et al., 2005)For such tasks, students are typically expected to determine
the value for the variable, or unknown, orto substitute a given value for a variable or unknown
into an expression and then evaluate éxpression.

Shapes were a common staple throughout much of the elementary textbooks used by the
students in this study. For example, a light blue shaded square was commonly used to represent
unknowns (enVisionMATH 2009) However, the text also used ages, see figure 1, in
combination with letters. The folowing task was included on a unit assessmeftt gade.

UH{ L yt
UH{ J LytJd
UL
Figure 1: 5th Grade Task with Square as Placeholder
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The use of the square () in the above problem ilustrates how such tasks may contribute
to student dificulties working with and understanding variables in algebra and beyond. First,
substitutinganynonzero real number for the two squares in the second equation wil result in an
equivalent equation. However, the authors’ implicit intention is that the squares in the second

equation are the single value that wil result in the specific equivalerti@yuJL . Each

is intended to be a place holder @yrresuting in UH { J Lytd in order to isolate
the y on the left side of the equation, which is not explicitly included in the textbook’s provided
solution. The structure of the problesnggests that substituting a value other than 9 for the

squares in the second equation is incorrect.

Second, the square () in the third equation,UL , takes on the value of 8 fromt J

, adifferentvalue from the squares in the second equation. The squares do not maintain the

same value throughout the three equivalent equations in the solution as would be the case if
applying algebraic conventions. The’s are used as placeholders for the studerifiltoin” as

opposed to a mathematical symbol representing the same number. Whether students would make
such a subtle distinction is unclear and likely not assessed.

The textbooks also used blanks to represent unknown quantities, suck 8s=18 and
3+ __ =7.As with the squane the previous example, it is unclear if the blank is intended as a
place holder to be “filled in” or as a symbol representing the unknown number(s). The use of
blanks also makes distinguishing between the blanks as Ieirgame and/or different values is
problematic. For instance, is the equaton _ + =12 equivalett xo= 12 orx +y = 127?

While elementary grade students are capable of making the transiton from informal and
idiosyncratic representations of unknowns to conventional algebraic notation for variables, they

must be provided with experiences that promote and encourage meanisgns@dnaking.
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Unfortunately, the types of tasks in which students often engage in elementary grades typically
include various representations with single value solutions. Over reliance on such tasks may
contribute to common student dificulties and mismptions related to variablg&nuth et al.,
2005; KYchemann, 1981; McNeil et al., 2046) promote students’ fragile understanding of
variable (Asquith, Stephens, Knuth, & Alibali, 2007; Marum et al., 2011)
6WXGHQWVY OHDQLQJV IRU 9DULDEOHYV

Grade 46 paricipants solved tasks written in four different formats; equations with
unknowns represented with shapes, blanks, or letters and a word problem (see figure 2).
Responses were analyzed to determine if participants 1) distinguished between representations of

unknowns and 2) the types of numbers they substituted for representations of unknown addends.

Same addends Different addends
x UEUL st X =E>L st

X E L st X ME ML st
X Shakira and Tim have the same number x E ¢L st

gummy bears. Together they have 12  x Together Tom and Anne have 12 feet of
gummy bears. How many gummy bears ribbon. How long could Tom’s ribbon be?
could Shakira have? How many gummy How long could Anne’s ribbon be?

bears could Tim have?

Figure 2: Example Tasks
Distinguishing Between Variables

Participants consistently treated the unknown addends in each equation as representing
different quantities, such as different letters would be interpreted algebraically, regardless of
whether the representations were the same (B.5.UL s or different (e.g., E¢L s).

Students gave solotis such as 10 and 2, 9 and 3, and 6 and 6 for each equation. Whie, the
algebraic solution toUE UL s twould be UL x participants did not beleve that the different
representations mattered. For example, when cingpar =E > L stand UE UL st

participants stated that the only difference was that the letters were different. When asked if
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having twoy’s or an aand ab made any difference, nearly every student said the equations
meant the same thing and the differdeiters did not matte(Switzer, 2016)

Participants who did differentiate between the same and different representations of the
variables, such as Sally in the opening vignette, did so inconsistently across equations with
letters or shapes as the vakab In other words, Saly did natwaystreat different unknowns as
different values. Participants who said that the same representation in an equation had to be the
same value did not extend this same meaning to blanks. For example, in the edtiatiéh L
s tthese students provided solutions where the blanks where the same value (i.e., 6 and 6) as
wel as different (e.g., 5 and 7). In this way, they appear to have generalized a different meaning
for blanks than they did for letters and shapes.

In contrast, when presented as words in word problems the students could draw on the
context to differentiate between unknowns. For instance, in the problem “Shakira and Tim have
the same number of gummy bears. Together they have 12 gummy bears.” nearly all students
stated that Shakira and Tim had six gummy bears each. In contrast, for the problem “Together
Tom and Anne have 12 feet of ribbon.” participants provided multiple lengths for each ribbon.
Solutions

Participants tended to provide only whole number soktidfor instance, when asked if
theain = E > L stcould be two and a half, Julie indicated that it could not.

Interviewer:  Would two-anda-half work for this one [pointed to thein =E >L s{.

Julie: Maybe.

Interviewer. What do you mean, maybe?

Julie: Like there could be, okay, probably not.

Interviewer. Why not? Tell me what you were thinking about.
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Julie: A half is not a number and | thought numbers could get answers like; it

might have to be twelvand a-half.

Julie’s belief that fractions were not numbers or acceptable solutions may be due, in part,
to her prior experiences in mathematics where the majority of problems only used whole
numbers. In other words, she may beleve that whole numbers are the expected solutions.
However, her clainthat fractions are not numbers is concerning.

Al of the participants in the study had pervious experiences operating with integers. Yet,
when asked if there were any numbers that one of the unknown addends could not be,
participants commonly stated thattaddend could not be greater than the sum because you
cannot add a greater number and get a lesser number. Fuji and S{@@g3)found that
students often employ boundary values, such as addends cannot be greater than the sum, in
imiting the unknownaddends to being less than or equal to the sum.

Implications for Instruction

Students entering middle school are at a critical juncture in their mathematical career;
transitioning from what is often an arithmetic focus to an algebraic focus, from pgeoati
known numbers to working with variables, and from working with specific cases to making
generalizations. Participants in this study demonstrated generalizations for representations of
unknown addends and number substitutions that wil lkely maketrdmsition difficult.

Participants’ meanings for unknown addends depended, at times, on the particular representation

used and/or the type of problem in which it was used. Findings from this study demonstrated that
participants’ meanings for the various representations of unknown addends differed in important
ways from the algebraic conventions for variables. Based on these results and what we know

about students” meaning for letters as variables | provide three recommendations for instruction.
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First, dudents need opportunities to engage in learning actvities that include quantiies
that can vary, not just placeholders with a single solution. The participants in this study were able
to draw on their number and operation sense to engage in simpleradatks with unknown
addends. In doing so, they provided evidence of their understanding of number, operation, and
pre-understanding of the concept of variable, which are invaluable in selecting tasks and
promoting productive mathematical discour®éational Council of Teachers of Mathematics,
2014)about interpreting and working with variables.

Second, whie equations with a single unknown representing a single value are common
in elementary grades, students need opportunities to explore tasks withhamo@ne unknown.

Using and connecting a variety of representatidational Council of Teachers of Mathematics,
2014)for equivalent tasks (e.g., +A=12andx+y=12;0or + =12, y+y=12 and __ +
___=12) that students must solve and compareassist students in developing an algebraic
understanding of variables and connecting letters as variables to their prior experiences with
informal representations of variables.

For example, participants interpreted the shapes A = 12 as different variables (i.e.,
the unknown addends can be the same and different values). When asked to rewrite the equation
so that the two shapésdto be the same value, participants stated that it was not possible or
were unsure if it was posshl Participants had not had experiences where writing an equation to
represent a context where the unknown addéaddo be the same value was required. For
example, having students write equations to represent the following contexts, then compare and
cortrast the two equations and corresponding contexts provides an opportunity to “facilitate
discourse among students” by having them *“explain and defend their approaches” (NCTM 2014,

p. 35)
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1. Tim and Anne have the same number of Gummy Bears. Together theyhkav
same number of Gummy Bears as Caleb.
2. Together Brandon and Jilian have the same number of Gummy Bears as Trung.

Such tasks can bridge their prior knowledge to algebraic conventions and provide
opportunities to recognize theeedfor distinguishing b&veen representations of the variables as
different and the same values. If students, generate equivalent equations for the two contexts
(.e., diferent unknown addends and an unknown sum) suah+&s= c, whereaandb
represent the number of Gummy Bethat Tim and Anne have, or Brandon and Jilian, and
represents the number of Gummy Bears Caleb or Trung have, ask students what numbers could
be substituted for each unknown. Next, have students determine if these number substitutions
would work for @ch corresponding context, which would lead to a discussion oftbdfor
representing unknown quantities tietveto be the same value. Further, such a discussion would
help develop the quality and quantity of connections between the contexts and their
corresponding equations.

Finally, participants consistently limited their solutions to whole and natural numbers
even though they had worked with both fractions and negative numbers. One way to assist
students in moving away from their use of only whalenipers is to engage them in explicit
discussion of what values @mddo not satisfy equations and why. Such discussions provide
students the opportunity to considat values when evaluating an equation or expression, not
just those in the solution, whicis especially important as students move from operating on
whole numbers to integers and rational numbers.

For instance, when asked what #heould be inx + x = 7, participants listed the pairs (0,

7); (1, 6); (2, 5); (3, 4) and the reverse of eachelVaasked if the[ § could be the same, most
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stated that they could not because adding a number to itself results in an even number,
generalizing a property of whole numbers and extending it to all numbers. If the domain consists

solely of whole numbers, drapplying algebraic conventions, there is no solutiom 4o = 7. If

the domain includes the rational numbers, the solutiox+H®=7isx= U_Z

Therefore, as students proceed from primarily operating on whole numbers, to fractions,
integers, irrabnal numbers, and eventually the set of Real numbers, revisiting previous tasks,
such as the previous example xaf x = 7 provides students the opportunity to consider and
reason through what number substitutions wil satisfy the equation, not satisquhation, and
justify their conclusions. In doing so, teachers have the opportunity to reveal and make public
students’ underlying assumptions that lead to common number and operation misconceptions.

Karp, Bush, and Doughert{2014)identified “rules that seem to hold true at the moment,
given the content the student is learning” but eventually are not always true (p. 20). For example,
one of the rules is, “you cannot take a bigger number from a smaller number” (p. 21). When
students are only aware of, @iy working with nonnegative integers this rule is “true”. For
example, no nonnegative integer solution exists fer75= x. However, when the domain is
extended to include negative integers, the rule “expires” since -2is now included as a possible
nurrber substitution.

Addressing how rational numbers and integers can result in different number
substitutions, or solutions sets, for the previously used equation has the potential to assist
students in understanding the importance of what values, or nsek®rto consider when
solving an equation and lay the foundation for the concept of domain and range in algebra.
Likewise, having students identify values that will not work for each set of values has the

potential to assist students in recognizing thgortance of consideringll values and
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determining which do and do not satisfy the equation (i.e., what numbers are inaluded
excluded from the domain).
Conclusion
Elementary grade students’ experiences with unknowns often results in incorrect or
incomplete generalizations. As they move from an arithmetic focus to a conventional algebraic
focus for the meaning of variables, these generalizations may compound students’ difficulties
learning algebraic conventions for variables. Having a better wadeéirsg of the meanings they
have for informal representations of variables as they enter middle school provides teachers with
tools and instructional strategies to support students’ adoption of algebraic conventions.
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What is Mathematical Modeling?

By Christy D. Graybeal, Hood College and Francine Johnson

The term modelingis used in several ways in mathematics educatieor example, we
takk about a teacher modeling mathematical procedures for students to replicate or students using
physical models to representmathematical conceptsThe Common Core State Standards for
Mathematics (CCSSM), however, use the tenmdelingdifferently. In Standard for
Mathematical Practice Fquthe term modeling is used to describe how “mathematically
proficient students can apply the mathematics they know to solve problems arising dagvery

life, society, and the workplace” (CCSSI, 2010, p.)7 In the CCSSM high school standard on

modeling modeling is defined as “the process of choosing and using appropriate mathematics
and statistics to analyze empirical situations, to understand them better, and to improve
decisions” (p. 79. Furthermore, the modeling cycle shown in Figure 1 illustrditesprocess

students should go through when modeling a situation.

e e ‘
4 r

=

Figure 1. CCSSM modeling cyclCCSSI, 2010, p. j2
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Modeling versus Application
Application tasks are often mistaken for modeling tadledder(2013) defies

application problems as “having a narrow scope” with given numbers and conditions that call for
“simply numbers” as solutions (p. 63). The focus is on the mechanics of mathBrad
calculations and their placement in a text usually indicates what computations are reQuired.
the other hand, Ledder sees modeling as “mathematical constructions that describe real
phenomena in the physical world” (p. 63). Modeling requires skildrom many branches of
mathematics and science and requires determining what best representstiogldeal
phenomena and wil result in a meaningful solutidn. short, modeling is messy.
In his TED talk, Dan Meyer ilustrates how a task that initially only requires application

of mathematical content can be transformed into a modeling task by stripping away much of the
information given. In real life, students wil rarely loddtwhat question needs answered nor
wil they be given all of the information necessary to answer that question. We must get students
in the habit of asking questions such as:

X What do we want to know?

x What do we know?

x Of this, what is important?

X What dol need to do wit the important information?

x Does the result make sense?

x Do | need to try something else?

x Can | explain my result with supporting evidence?
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Sources of Modeling Tasks

Whie most application problems in textbooks can be transformedmiotieling tasks,
there are several excellent sources of modeling tasks aligned to the secondary mathematics
curriculum. These include:

x Consortium for Mathematics and Its ApplicatioThis website showcases al of

the COMAP curriculum materials. Some materials are free and others can be
purchased through the website.

x Dan Meyer’s Three-Act Math Tags. Dan Meyer’s blog describes how three-act

math tasks can be used in instruction and his spreadsheet of video tasks allows
users to easily find modeling tasks relevant to almost any secondary mathematics
standard. Free.

x Mathematical Modeling HandbooHKhis book contains 26 modeling modules

developed to support teachers in implementing the CCSSM high school modeling
standard. $45.

x MathematicalModeling Handbook II: The Assessmenikhis supplement to the

handbook provides examples of assessmentgaioin ofthe modeling activities

provided in the first handbook. $45

x Model with Mathematics This website is devoted to promoting the teaching and

learning of mathematical modeling. Information ranges across-thé K
spectrum. Free.
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Common Core State Standards Inttiative (CCSSI). (2@@&nmon Core State Standards for

MathematicsWashington, DC: National Governors Association Center for Best
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Ledder, G. (2013)Mathematics for the Life Sciences: Calculus, Modeling, Probabiity, and
Dynamical SystemsSpringer.
Meyer, D. (2010). Math Class Needs a MakeofRatrieved from
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Reader Interaction Opportunity
What do you consider to be a modeling task@nsider the following seven tasks. Put the tasks
in order according to the amount of mathematical modeling students would engage in when
answering the questions. (It is not necessary to answer the questions posed in the tasks.)
Submit your answers her

https://www.surveymonkey.com/r/modelingmctm

In the next issue of the Banneker Banner we wil present readeramdesompare them to
results from aimilar study.
Modeling Tasks

Telephone (arges (Murdock, Kamischke, & Kamischke 2002, p. 210)

A long-distance telephone carrier charges $1.38 for international calls of 1 minute or less and
$0.36 for each additional minute.

a. Write a recursive routine using calculator lists to find the cast/ahinute phone call.

b. Without graphing the sequence, give a verbal description of the graph showing the costs for
calls that last whole numbers of minutes. Include in your description all the important values
you need in order to draw the graph.

Water Pressure on Diver(Education Development Center 2009, p. 457)

When a diver goes under water, the weight of the water exerts pressure on the diver. The table
shows how the water pressure on the diver increases as the diver’s depth increases.

WaterPressure on a Diver

'LYHUTYTV ' Water Pressure
(ft) (Ib./in.?)
10 4.4
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20 8.8
30 13.2
40 17.6
50 22.0

a. What is the water pressure on a diver at a depth of 60 feet? At a depth of 100 feet? Explain.
b. Write an equation describing the relationship between the @eatid the pressurb.

c. Use your equation in part (b) to determine the depth of the diver, assuming the water pressure
of the diver is 46.2 pounds per square inch. Explain.

OD\{V HOdrter, Cuevas, Day, Maloy, Holiday, & Luchin 2010, p. 177)

May’s hair was 8 inches long. In three months, it grew another inch at a steady rate. Assume

that her hair growth continues at the same rate.

a. Make a table that shows May’s hair length for each of the three months and for the next three
months.

b. Draw a graph showing the relationship between May’s hair length and time in months.

c. What is the slope of the graph? What does it represent?

Popcom Order (PARCC 2013)

The Main Street Cinem gets a food delivery every Friday morning. On Thursday, Hannah
checks the computer to determine what to order the next morning. The computer shows the
amount of popcorn seed and boxes remaining at the end of each day.

Sales Sunday through Thursdaye relatively consistent. Friday and Saturday are busier days,

and on each of those days they sell between 200 and 300 large boxes of popcorn. On Friday and
Saturday, they also sell about twice as many small and medium boxes of popcorn as they do on
the other days.

She also knowthat 1/3 cup of popcorn seed makes 8 cups of popcorn, and she must buy enough
popcorn seed to last until the next delivery on the following Friday.

Estimate the amount of popcorn seed that Hannah should order this Frithay there are

between 100 and 200 cups of popcorn seed remaining next Friday morning. Show or explain the
reasoning you used to determine your estimate.

Predicted vs. Actual Calories(COMAP 1998, pp. 36363)

The Banneker Banner Fall 2016 Page 39



What is the relationship between the numbé calories a food actually has and the number of
calories people think it has? A food industry group surveyed 3368 people, asking them to guess
the number of calories in several common foods.

Food Guessed Actual
calories calories
8 0z. whole mik 196 159
5 0z. spaghetti with tomato sauce 394 163
5 0z. macaroni with cheese 350 269
One slice of wheat bread 117 61
One slice of white bread 136 76
2-0z. candy bar 364 260
Saltine cracker 74 12
Mediumsize apple 107 80
Mediumsize potato 160 88
Creamfiled snack cake 419 160

a) The goal is to predict the guessed calories from the actual calories. Enter the data into your
calculator and make a scatter plot with this in mind.

b) Describe in words the most important features of the scatter plot.

c) Find the regression line for predicting guessed calories from actual calories. Then make a
residual plot. Does the regression line adequately describe these data?

d) Would you classify any of the data as outliers? If so, identify them. Whag¢yldethyou?

e) If you found outliers, remove them andcadculate the regression line. Compare your new
equation to the one from part (c).

f) Do the actual calories in a food item enable you to predict accurately what people wil guess?
Explain.

g) Interpret the meaning of the slope of your model for predicting guessed calories from actual
calories.

Two-Second Rule(Smarter Balanced 2014)

The “two-second rule” is used by a driver who wants to maintain a safe following distance at any
speed. A dver must count two seconds from when the car in front of him or her passes a fixed
point, such as a tree, until the driver passes the same fixed point. Drivers use this rule to
determine the minimum distance to folow a car traveling at the same speabagram

representing this distance is shown.
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As the speed of the cars increases, the minimum following distance also increases. Explain how
the “two-second rule” leads to a greater minimum following distance as the speed of the cars

increases. Apart of your explanation, include the minimum following distances, in feet, for

cars traveling at 30 mies per hour and 60 mies per hour.

Walking Trail (PISA 2012)

The Gotemba walking trail up Mount Fuji is about 9 kilomet(ks) long. Walkers need to

return from the 18 km walk by 8 pm.

Toshi estimates that he can walk up the mountain at 1.5 kiometres per hour on average, and
down at twice that speed. These speeds take into account meal breaks and rest times.

Using Toshisestimated speeds, what is the latest time he can begin his walk so that he can return
by 8 pm?

To Table of Contents
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The Banneker Banner

a] C | Maryland Council
- T F..¥ of Teachers of Mathematics

FEATURED TOPIC: Engaging Students in M athematics

The Banneker Banner Editorial Panel continues to encourage classroom
teachers, teacher educators, researchers, supervisors, and other practitioners to
submit manuscripts that address the full range of topics of interest to teachers
and students in  PreK-12 mathematics. In addition to the Open Calls listed below,
the Editorial Panel is inviting submissions that address the featured topic of
Engaging Students in Mathematics.

$FFRUGLQJ WR WKH YLVLRQ SURSRVHG E\ 1&709V 3ULQFL:
SHITHFWLYH Pd Wwachihg suparts students in struggling productively as
WKH\ OHDUQ PDWKHPDWLFV 6XFK LQVWUXFWLRQ HPEUDFHV
struggles as opportunities for delving more deeply into understanding the
mathematical structure of problems and relationships among mathematical
LGHDV"™ 1&70 S JHDWXUHG DUWLFOHY ZLOO DGGUHV
which teachers design and deliver instruction that afford students opportunities
to engage in mathematics in a manner that supports their understanding of t he

relationships among mathematical ideas.

Engaging Students in Mathematics

submissions due by January 15, 2017
publication MARCH 15, 2017
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The Banneker Banner

I C | Maryland Council
- | .".Y of Teachers of Mathematics

OPEN CALL

OPEN CALL manuscripts are focused on a particular theme or have a particular
format. Open Call manuscripts  do not have a_submission deadline . Itis a great
way to begin sharing your ideas professionally. Themes for Open Call

manuscripts include:

ACTIVITIES FOR STUDENTS - Manuscripts describe student-centered activities
suitable for immediate classroom use in grades Pre-K— 12. Authors share teacher
implementation tips, differentiation options, and assessment strategies to promote
discussion about important concepts, connections, and representations of the
mathematical ideas central to a class or course.

CONNECTING RESEARCH TO TEACHING - Manuscripts describe lessons learned
from research that informs classroom practice in a manner appropriate for teachers’
application to classroom practice or otherwise suitable for reflective discussions at
department meetings or other gatherings.

LEARNING WITH TECHNOLOGY - Manuscripts describe teachers’ experiences and
reflections on the meaningful use of technology to enhance instruction, assessment, or
curriculum and how the use of technology has changed the teaching and learning of
mathematics.

MATHEMATICS TEACHING IN PreK - 12 - Manuscripts describe teachers’
experiences bringing the mathematics curriculum to life in PreKto 12 classrooms.
Teachers share their experiences and reflect on the successes and challenges of
engaging young learners in the learning of mathematics.

TEACHING MATHEMATICS TO DIVERSE LEARNERS- Manuscripts describe
teachers’ experiences adapting mathematics curricula for diverse learners, such as
Students with Disabilities, English Language Learners, and Gifted and Talented
students. Teachers share their instructional practices and reflect on the successes and
challenges of supporting diverse learners to reach their fullest potential as
mathematics learners.

To Table of Contents
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Using Games to Promote Reasoning and Sens
Making

ByAnn HoldrenKong, National Council of Teachers of Mathematics

Using games inside theassroom is most certainly a growing trend in education.
However, amongst the plethora of resources available, it’s not always apparent on what a good
resource actually is. What’s even more vexatious is how to extract a game’s full learning
potential. Thegames are only a vessel, and without a teacher, what a student learns is limited.
The questions, pedagogy, extensions, assessrirgseare the true resources that create
learning. Such a vessel for making sense of math is The Game of Nine (or Sixtedn) a0
known as Deep Sea Duel.

The game was originally known as, “What Is the Name of This Game?” by John
Mahoney,which appeared in the October 2005 issudathematics Teaching in the Middle
Schoo] vol. 11,no. 3, pp. 1568154.The title indicates that the game is an isomorphism of
another game, which happens to bddctoe. The rules are simple. Two opponents take turns
choosing one card at a time. The first one announce that they have a combinatiee cétts

that add up to 15 wins.

Although the rules sound simple, it’s not quite clear to students that one could end up

with up to 5 cards. Here’s an example of play. Let’s assume that Jill is playing against Pete. Jill,
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going first, picks up the card 2. Then, Pete chooses 8, followedll, biwho chooses 9. Next, Pete
chooses 7. To recap, Jil has 2 and 9 (or a sum of 11), while Pete has 8 and 7 (a sum of 15). Note
that at this point, Pete cannot claim a win, since he does not have a combindticee cards

that sum to 15. So the plagntinues. Jill should pick up a 4, but let’s say that she miscalculates

and chooses a 3 instead. Now she has 3 cards that add up to 14 (2+9+3). The play’s over, since

neither person can get three cards that add up to 15, right? Wrong! They key word is

combination That means Jil can use her 2 and 9, 9 and 3, or 2 and 3 plus another card to get 15.
But Pete’s confused, so he randomly chooses a 6. Jill, understanding the rules, chooses a 4 next

and declares her win with the cards: 2, 9, and 4.

8ce: was

Player 1 Player 2

So what’s so special about this game? At first glance, we’re just practicing addition with
a bit of strategic play. But what if 1 told you that if Jil first chose an 8, and Pete chose a 3, that
Jil canguaranteeher win? Why is the sum 15? Does someone alway8 isithere a best card?
Now we’re getting more interesting! These are the sorts of opportunities that technology alone
cannot provide. Only a great teacher can find these questions and provide the guidance for true
reasoning and sense making of mathematics

So what is the strategy behind The Game of 9 Cards? As stated before, this game is an
isomorphism to tidactoe. How? You play against one opponent. You need three selections to
win (but can make more than 3 selections). There are nine potential ima@ash game. You

can block an opponent. Each selection is unique. The list goes on, but the most important fact is
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that the playing board is the samethe numbers 49 can actually be imposed on atte toe
board such that each row, column, and diagevihladd up to 15. In mathematics, this is called a

3x3 magic square.

811]6
3157
4192

Let’s look at the pedagogy used to create this magic square. What are the right questions

to ask students so that they are the creators of this magic square? After multiple plays, most
students don’t have a difficult time seeing that this game is indeed very similar to tic-tactoe.
Once they come to this conclusion, we can start listing all the combinations of 3 numbers that
add up to 15. There are 8 such combinations. Each numbegdis3usnes, except for 5. The
number 5 is actualy used in 4 combinations. So it makes sense for students to put 5 in the center,
as it is the only location where thréea-row can be achieved four times. The numbers 2, 4, 6,
and 8 (the even numbers) ared three times, so it makes sense for those numbers to be in the
corners of the magic square, since those are the location where you can getaimee three
times. Note that the 8 and the 2 need to be in the same diagonal, since 8 + 5 + 2 Jatly, Simi
4 and 6 need to be in the same diagonal. The rest of the magic square is a matter of simple
algebra.

Now, we have reduced the card game to-tattoe board. Having this by your side
while playing the Game of Nine Cards reveals the strategy.t’S@deback to an earlier

guestion If Jil first chose an 8, and Pete chose a 3, that Jilgeemanteeher win? Play out a
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couple scenarios by yourself (or with a partner) on the board itself, using X’s and O’s on top of
the numbers. Does the strategyveal itself? See if you can answer all the questions that were
previously asked.

Now the beauty of this game extends itself far beyond the magic square. Perform a linear
transformation on the nine cards for an unimited number of possible plays. F@legxam
mukiply all the nine numbers by 1.9 and then subtract them by 6. Now, yet another question
arises. What should the sum be? Obviously, not 15. But how did we get 15 in the first place? See
if you can study the nine numbers to find out.

And once you’ve figured that out, play with the numbers-16 and try to get a
combination of 34. Is there a4fmse strategy in this game? Can a 4x4 magic square be created?
Go and find out! As was explored, there were so many components to the Game of Nine Cards
that waild have been lost without deeply exploring the strategies and game play.
Free Resources

Free additional resources for Deep Sea Duel, along with downloadable worksheets, can

be found atittp:/illuminations.nctm.org/deepseaduellpfou can also get the free downloadable

app at the iTunes or GooglePlay store. And for the web, a simple Deep Sea Duel search should
get you there.

Reference
Mahoney, J. (2005). What Is the Name of This Game? Matheniashing in the Middle

School, 11(3), 15A54.

To Table of Contents

The Banneker Banner Fall 2016 Page 47


http://illuminations.nctm.org/deepseaduellp/

Using Transformations of Exponential Functions
Catch a Cold Blooded Killer

ByDavid S. ThompsqiBaltimore City Public Schools

Many times in mathematics classes we are left with the question, “When will 1 use this?”

This is the question that intrigued me and drove me towards mathematics eddcation
mathematical applications. One of the most exciting and intriguingtiest | have written for

students involves the use of exponential equations and Newton’s Law of Cooling. | remember as

a mathematics major at Towson University, many of my coleagues found they were not as good
with physics as they were with pure math¢ios. As a project in my mathematics methods

course in the fall of 2009, | developed an activity in which students could practice the
mathematics they learn in Algebra 1l or a fxaculus course with Newton’s Law of Cooling.

The idea of the activity &as based on crime themed shows, which many students whom |
observed during my student teaching enjoyed watching. In particular, students enjoyed the TV
showNumb3rsandCSl There was a college mathematics professor, Charlie Eppes who models
the crimes uth mathematics to give details to the FBI to help them solve the crime. While there
wasn’t a specific episode where Eppes solved a murder using Newton’s Law of Cooling, Eppes
probably would have used an exponential model or differential equations maateler to find
the time of death if there were such an episode, because just ke a cake cooling when it comes
out the oven when a body dies, it cools to room temperature. The actvity | created, allows
students to solve a murder mysteryNiamb3rsfashon, using algebra and logic. The activity
presented in this article has been presented at the Association of Maryland Mathematics

Teachers EducatorsAnnual Early Career Teachers Conference in a session entitled “Chilling
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out after a Murder” and published as a Calculus version in the North Carolina Council of
Teacher of Mathematics Journal, The Centroid, in the Spring 2016 issue (Thompson, 2016).
Teacher Directions for the Activity

The teacher should begin with a discussion of Newton. Many studentseocwgnize the
name from Newton’s three Laws of Motion; however, Newton also did work with
thermodynamics, hence the naming the Newton’s Law of Cooling. Ironically, Newton did not
write the law in equation form as we are accustomed to seeing it in hredigesed physics
textbook. He stated the law as follows: “the excess of the degrees of the heat...were in
geometrical progression when the times are in an arithmetic progression” (Newton, 1701). In
other words, Newton noticed that as an object cooledgrnperature decreased exponentially as
it approached room temperature. It wasn’t until much later that the law was written in equation
form as T(t) = T+(To-Ts)ekt, where TF=the temperature of the surroundings,=The initial
temperature of thbody, k = a cooling constant and to=ti (the lapsed time).In the Common
Core Algebra 2 classroom, students should be able to differentiate between exponential growth
and decay, thi would lead to a good discussion of whether a body decreasing éoriherature
of a room after its time of death would be an exponential growth or decay model. On the
contrary, the teacher could pose the question what about an ice cube melting and its temperature
as it approaches room temperature, would this be an exjpdngrowth or decay model.

After the discussion, the teacher should distribute the activity sheets. To make the
activty more interesting, the teacher could change the names of the people in the activity to
names of students in his or her class. In flidhe teacher changed the order of the names in the
time card, with the exception of Jeff, the teacher could easily create a new crime scene with a

different culprit. However, in the activity sheet the teacher should take note of the position of
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the faur original suspects and their position on the time sheet and change them with their new

alignment when they scramble the names. For roleplaying purposes this activity may be more

effective as a partner’s activity where students could play the role of police partners and the

teacher can play the role of police chief. Teachers may need to remind students the relationship

of basee and the natural logarthmic functiolm, as students are manipulating the initial equation

to find the cooling constant. Toake sure students arrive at the correct equation, the teacher

may want to help students derive this literal equation. After students have solved the literal

eqguation, the teacher may need to remind students that to solve for a value should substitute the

values in and solve, which wil give them the cooling constant. Once students have solved for all

these values, the teacher may need to remind them where to substitute the values in to find the

time of death, again the key to solving for the time of deapiroper substitution and the fact

that exponential baseand the natural logarithnin are inverses. A duplicate copy of the time

card has been provided so teachers can use half a sheet of paper when distributing time cards.
In order to analyze the foton and the situation in problems18, the teacher should ask

questions such as: For what values does the domain and range make sense for in this situation?

How do | solve for time if | know the temperature? What given information can help us

determie what the values, b, h,andk mean in the real world situation. As an extension of this

activity, teacher may want to have students write their own crime word problem for others to

solve to find the time of death of the body.
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Common Core StateStandards: Standards for Mathematical Practice

MP1: Make sense of problems and
persevere in solving them.

Students need to understand the entry point into
problem. Before students can proceed with findi
the death of the casino manager, students beis
able find the cooling constant. First, students m
also be able to make sense of all the givens in t
problem. Then, students must understand that
exponential equations of basand the natural
logarithmic equations are inverses of each other
order to solve for the cooling constant.

MP2: Reason abstractly and
guantitatively.

Students must be able to decontextualize the
information given in the problem to be able put t
givens into an abstract equation and solve the
problem at hand. Studenshould also be able to
make sense of the units involved in the problem,
temperature and time.

MP4: Model with mathematics.

In this problem, students use the mathematics tf
learn through solving exponential and logarithmig
equations to solve a real visbproblem, namely a
time of death problem to solve a murder mystery

MP5: Use appropriate tools strategical

Students must be able to use a graphing calcula
or scientific calculator in order to find the exact
time of death when solving for the cooling
constant.

MP6: Attend to precision.

Aifter calculating the cooling constant, students

must decide whether t@und the answer or use tf
exact answer the calculator gives the student for
cooling constant.

Common Core State Standards: Content Standards

SSE.A.L: Interpret expressions that
represent a quantity in terms of its
context.

Students must be able itderpret the expression
Ts+ (To- Teek, in terms of the context of the
problem, namely an expression relating
temperature and time to solve for the current
temperature of an object being affected by the
temperature of its surroundings.

CED.A.1: Crete equationsand
inequalitiesin one variable and use the
to solve problems.

Students must be able to take the givens in the

problem and use them to create an equation to

solve the problem using the equation

T(t) = Ts+ (To- T)ekt. Students first musbe able

to solve for the ungiven cooling constant, and th
use this information to solve for the time of deatl
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CED.A.4: Rearrange formulas to
highlight a quantity of interest, using tk
same reasoning as in solving equation

Students must be able tearrange the equation
T(t) = Ts+ (To- T9)et to solve for k. Students
must be able to use algebra methods to isolate {
solve for k. Namely, students must know that
exponential and logarithmic equations are invers
and subtraction and division date inverse
operations of additon and multiplication.

IF.A.2

Use function notation, evaluate
functions for inputs in their domains,
and interpret statements that use
function notation in terms of a context.

Students must use function notation to complete
the table and find the temperature at titwf the
Newton’s Law of Cooling Function. 6:R L 6.E
16, F 65 APS

BF.B.3

Identify the effect on the graph of
replacing f(x) by f(x) + k, k f(x), f(kx),
andf(x + k) for specific values dk (both
positve and negative); find the value
of kgven the graphs. Experiment with
cases and ilustrate an explanation of
effects on the graph using technology.
Include recognizing even and odd
functions from their graphs and
algebraic expressions for them.

Students should be able to explain the effects ol
the graph of the parent exponential function that
the quanttiesa, h,andk have. Students should b
able to interpret this from the graph and using th
equation of the transformed function.

F.B.5

Relae the domain of a function to its
graph and, where applicable, to the
guantitative relationship it describes.

Students must find the domain of the function in
terms of the function and also interpret the situat
to determine the domain of the functiotuagtion
that this function describes.

LE.A.1.C
Recognize situations in which a quanti
grows or decays by a constant percent
rate per unit interval relative to anothel

Students should be able to recognize from the
description, the graph, and the tatlet Newton’s
Law of Cooling represents an exponential functig
Furthermore since the graph and table show
decreasing numbers, student’s should be able to
determine that Newton’s law of Cooling represents
exponential decay.

LE.B.5

Interpret theparameters in a linear or
exponential function in terms of a
context.

Students should be able to interpret the various
parts of the parent exponential functiog: R L =®
>’P @V E Gin terms of he context of the problem

Table 1: Common Core State Standals for Mathematics addressed in this activity.
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CSI: Murder at Hollywood Casino

Directions: You and your partner are students at the police academy and have been

requested to help the State Police Crime Scene Investigation Unit. You are investigating the

murder of a Holywood Casino manager; however, there is little evidence avaiable tdhsolve t

murder mystery as the murder weapon has disappeared. You must figure out the time of death to

determine atime frame of the murder. Upon determining the time frame, you and your partner

wil request a warrant to view the time card report of the uesth for the day the murder

occurred. You wil use this information to determine who is the prime suspect.

Known Facts:

1.

4.

5.

There are four sets of finger prints on the manager’s desk, where the manager was

found dead.

a. The first set has been discoveredbtdong to the manager, Jeff.

b. The second set has been discovered to belong to Sean, the cook.
C. The third set has been discovered to belong to Victoria, the waitress.
d. The fourth set has been discovered to belong to Heather, the host.

The temperature of thestaurant remains at a constant 70jF.

The temperature of the body at the time of death was 98.6jF. (Assuming the
victim was not sick at the time of death.)

The temperature of the body at 7:00 am was recorded as 80.1jF.

The temperature of the body tweleuh® later was 71.1jF.

Question: What important pieces of information are needed to beggiong in on a suspect?
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Based on experimental observations, it has been proven that the temperature of an object
changes at a proportional eab the temperature of its surroundings. This relationship can be
given by the equation T(t) =F (To- Tyekt.
Ts = the temperature of the surroundings
To = the initial temperature of the body
K = a cooling constant
t=1t -t1 (the lapsed time)
1. Manipulate the equation to determine an equation to calculate k, the cooling constant.
(Hint: The inverse of the natural numbeis the natural logarithm In(x).)
2. Substitute your known values to calculate k, the cooling constant.
(Hint: T(t) = T(12) =71.1jF and §= 80.1jF.)
3. Use the cooling constant you calculated in step 2 to calculate how much time has elapsed
since the victim was murdered. (Hinto ¥98.6jF T(t) = b from part 2.)
4. Ask for a warrant to view the time card report.
5. Based on the timeard report and your calculations on the time of death who is the prime
suspect? Explain.
6. Explain how the time of death can be thrown off if the body was in a freezer at 32jF for
three hours after the time of death, prior to being placed at the deshkd Vdouexpect
the body temperature to decrease at the same rate in the freezer as it would in a room at

70iF? (Hint: Solve T(3) =&+ (To- T9e* for Ts= 65iF and T= 32jF.)
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7. Complete the following table. Round to 3 decimal places. Using the gkapth a

graph of this situation.

Time Body Temperature

(t) T(t)

0

1
89.764

3
83.658
70.001

8. Using the graph, you sketched in problem 7 find the domain, range and any
asymptotes for the function and the situation. Also determine whethgratbie is a
model of exponential growth or decay. Explain.

9. Using the table from number 7 write an exponential function in the forr6:P L

=®*?YE G

10.Define the base and describe the transformations based on the equation that you

found in number 8.

11. Explain what the values @ b, h, andk represent in the real world situation
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Time Card Report for 06/04/2011

Name Date Scheduled Shift Actual Mours Total Mours Worked
Summer  10/31/2000 10 30am -6 30pm 10 30am -7 00pm 8.5 hours
Mycaytah 100312000 10 30am-7 00pm 10 30am -7 15pm 825hs

Victona | 103”2&03_0_%-630@\ 10 30am -7 0Opm 85hn

Nathan twtl‘&M" 30am -7 30pm LT mom 85hs

Kayla ugs_iizg @“ﬁm-& 110:00:00 AM-8 1%pm |9.75 hrs

Jeft 10?31!2&0 4 1:18am O.-me- Not Clocked Out
Nehemiah 10r31/2000 8- 5:00pm -11.00pm _ pm | 5.00pm-11-30pm 6.5 s

Sean 103172000 4.00pm & 00pm | 4-00pm-& OOpm 5 hrs

Emily | 10r31/2009 4.00pm-10.00pm  4:00pm-10-30pm 6.5 s

Rarwn 10r31/2009 3 00pm-10 00pm | 3 00pm-12 00am 7.5 hes

Moly 10r31/2000 3.00pm-11.00pm  3.00pm-12.00am 9 hrs

Ryan 10/31/2000 5 00pm-12 30am | 5 00pn-12 30am 7.5 hes

Heather  10/31/2009 5:00pm-1:15am | 5:00pm-1:15 am 8.25hrs

Time Card Report for 06/04/2011 1

Name Date Scheduled Shift Actual Hours Yotal Hours Worked
| Summer | 10/31/2000 10 30am-6.30pm 10 30am -7 00pen 8.5 hours
|My<caylah | 10/31/2000 10 30am-7 00pm 10 30am-7 15pemn 825 hen

Victona | 10/31/2000 10 30am-6 30pm 10 30am .7 00pm 8.5 hes

Nathan | 10/31/2000 11 30am-7 30pm | 11 30am 8 00pen 85 hes

Kayla 10/31/2000 10 30am-8 00pm 100000 AM-8 15om 0.75 hrs

Jett 103172000 4:00pm-1:15am 4:00pm- Not Clocked Out
Nebemash | 10/31/2000 5 00pm-11 00pm | 5 00pen-11. 30pen 6.5 hs

Sean 10/31/2000 4 00pm 9 00pm | 4. 00pen-9 00pm 5 hrs

Emay 10/31/2000 4 00pm -10 00pm | 4 00pen- 10 30pen 65 hes

Raan 10/31/2000 3 00pm -10 00pm | 3 00pen-12 00am 7.5 hes

Maily 10/31/2000 3 00pm -11.00pm | 3.00pm- 12 00am 9 hrs

Ryan 10/31/2000 5 00pm -12 30am | 5 00pen-12 30am 7.5 hes

Heather | 10/31/2000 & 00pm -1 15am | 5 00pm-1:15 am 8.25 hrs
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CSI: Murder at Hollywood Casino 2 Answer Key

Question: What important pieces of information are needed to begin zoning in on a

suspect?The time of death, who wasearby at the time of the murder, DNA evidence if

available, finger prints, etc.

1.

Manipulate the equation to determine an equation to calculate k, the cooling constant.

|€3§37€TM
€Y7 €™

(Hint: The inverse of the natural numbeis the natural logarthm In(x).>———— L °

?8

Substitute your known values to calculate k, the cooling constant.

37 au

(Hint: T(t)= T(12)=71.1jF and a"'=80.1iF.)% N.184769

Use the cooling constant you calculated in step 2 to calculate how much snedapsed

since the victim was murdered. (Hinto ¥98.6jF T(t) = b from part 2.)

Ask for a warrant to view the time card report.

Based on the time card report and your calculations on the time of death who is the prime
suspect? Explaif.

Heather, her time card punches are closestto the time of death based on the
calculations #

Explain how the time of death can be thrown off if the body was in a freezer at 32jF for
three hours after the time of death, prior to being placed at the desk. Would you expect
the body temperature to decrease at the same rate in the freezer as it would in a room at
70iF?

No, when you solve for the cooling constant, k, the temperature of the surroundings

would affect the cooling constant. Therefore, the temperature of the bodyhould
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decrease at a more rapid rate and if it was placed back at the desk it would make it
seemlike the manager was dead longer than he actually was

7. Complete thefollowing table. Round to 3 decimal places.

Time Body Temperature ) o 4 fORE
® T()
0 0

1 93.775

2 89.764

3 86.43

4 83.658

55.535 70.001

8. Using the graphyou sketched
in problem 7 findthe domain,
range and any asymptotes for foection and the situation.
The domain of the graph for the function is:F» a» ; and for the situation would be
>Ua» ; (students could argue that negative time is before the time of death;
however, then human body temperatures would be much greater than 98.6; which
is not true). The range of the graph for the function is>& W» ; and for the
situation would be >a tAa &R? There is a horizontal asymptote for the function and
the situation at YL a UThis is an exponential decay model since the graph is
decreasing exponentially as time increases.

9. Using the table from numbéer write an expnential function in the form
6P L =@®*?VEG => €5 L as@&anr’?EaU

10.Define the base and describe the transformations based on the equation that you found in
number 8.

The base is .96, the graph is being stretchatically by a factor of 98.6, shifted up

The Banneker Banner Fall 2016 Page 58



vertically by 70, and the negative in front of x reverses the position along theaxis
where the exponent is negative.
11.Explain what the values @, b, h, andk represent in the real world situation.
For £ L aad this represents the starting temperature of the human body before it
begins losing temperature after the murder. For™ L & Rthis represents the
average percent of temperature decrease per hour. For L & Uthis represents the
room temperature.
References
Common Core Sta Standards Intiative (CCSSB@10). Common Core State Standards for
Mathematics. Washington, DC: National Governors Association Center for Best
Practices and the Council of Chief State School Officers.
http//Aww.corestandards.org /gontent/uploads/Math_Standards.pdf
Newton, I. (1701)Scala graduum caloris, Calorum descriptions & signa (Scale of the degrees of
heat). Philosophical Transaction®2(270), 824829. English translation ifNewton, |.
(1809), Philosphical Transactions Royal Society of London, Abridge&,72575.
Thompson, David(2016. Using a Thermometer to Catch a G8ldoded Kiler. The Centroid,

41(2), 911.
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Are Bowling Pins the NewDice?

ByMatthew Wel, Montgomery County Public Schools

A set of plastic bowlng pins, a foam bal, and some creativity can serve as an upgrade to
dice, with more flexibility, options, and most importantlincreasedstudent engagement.
Bowling pins can be adapted in many ways to turn typical matching and number generating into
fun and memorable experiences for individual students or small groups. | have used them in my
math intervention class for gradesb2but theiruse can béurther widespread. Bowling pins
promote equity, socialemotional learning, student discourse, and engagémnénst. glance,
activities like this may seem basic, but as students participate they become motivated and utiize
higher order thiking skills. !

Bowling pins promote equity by gving students aternativeway tocommunicate |
work with a student who is selectively mute, and gmMmer an avenue tparticipate without
speaking, allows her to shine. Further, her anxiety level despthe environment becomes more
accepting taa student under these unique circumstances.

By participating in activities with the bowlng pins, social and emotional grasvibaired
with learning math. Students are exposed to games that involve working collaboratively, serving
as a leader, winning and losing. Student discourse is necessary as students play and solve the
problems that are presented.

More specifically, these actmis support several of the Social and Emotional Learning
Competencies defined by the Collaborative for Academic, Social, and Emotional Learning
(CASEL). Seffawareness increases as students feel an increased sense of confidence and

optimism in math. Selnanagement wil be strengthened as students learn to regulate emotions
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(winning and losing), control impulses, and motivate themselves to progress further. Lastly,
relationship skils wil advance as these activities promote the abilty to communicatg, clearl

listen actively, and cooperate with one another. As outined by CASEL, one approach to Social
and Emotional learning is integration with academic curriculum areas, and the use of the bowling
pins in the following examples provides a clear way to impigntbis integration. By planning

for, and teaching lessons that utlize social and emotional learning, a teacher is not only
imparting knowledge, but equally as important, engaging their students in the CASEL outcomes;
positve social behavior, fewer comduproblems, less emotional distress, and academic success
(CASEL, 2012).

As with the implementation of any new classroom actvity, it is important to set clear
expectations prior to beginning. In this case, we thoroughly reviewed not only the direxdtions
each of the games and the math involved behind them, but also the physical expectations of
playing with bowling pins in class. | modeled how to roll the ball, and then did a think aloud of
how to solve various problems.

Examples of activities that | have integrated into class include:
Multiplication Practice(Common Core State Standard Alignment: 3.0A.C.7)

1. Set up a standard triangular bowling formatmith ten pins.

2. Have each student roll the ball twice per titach pin knocked over represents a

focus number Students create products by multiplying their two factors (the focus

number and the number of pins they knock down). If six is the focus number and a

student knocks down five pins, their score would be 305§ If, on their next roll, they

knock over two more, that is 12 more points, 30 + 12, 7 X 6, or 42.
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3. Encourage students to use flexibility when soling their problems. The roll mentioned
above could be solved in a number of ways: (6 x5) + (6&2)7,30+12, (6 +6+6 +
6 + 6) + (6 + 6), etc. Students wil explain their answer to their peers.
4. The highest score wins the round. After each round, change the focus number.
Higher Order Thinking Questions: How many pins would you need to keshoak to
reach another student’s score? What is the most efficient strategy to get your answer?
Which is worth more, 6 fivgoint pins, or 4 eighpoint pins?

Fraction Practice (CCSS: 4.NF.B.3, 5.NF.B.4)
1. Set up a standard triangul@owling formation wt ten pins.
2. Have each student roll the ball twice per turn. Each pin knocked over represents a
given focus unit fraction.
3. As students knock down pins, they practice composing fractions, when appropriate,
naming them as a fraction greater than angé a mixed number, and then adding them
together. For example, if the given focus fraction is 1/3, and the student knocks over two
pins, and then three pins, they would first compose 2/3 and 3/3 and then add them to get
5/3 or 1 2/3. On each of their mllstudents wil view their task as both repeated addition
of the given unit fraction and multiplication of the given unit fraction by a whole number
(the number of pins they knocked down). After their two rolis, students wil add the two
fractions or mixd numbers with like denominators that they composed on each roll.
4. After each round, change the focus fraction.

Higher Order Thinking Questions:
What two whole numbers is your fraction between?

Which whole number is it closest to?
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What would the vale of a strike (ten pins knocked down) be?
Which student has the largest/smallest fraction?
How many pins would you need to knock down to get a given fraction?
How could you show your solution by muliplying a unit fraction by a whole number?
How many pins would you have to knock down to get a whole number?
Addttion Practice(CCSS: 1.0A.B.3, 2.0A.B.2)
1. Write a single digit number on the bottom of eachwith a dry erase marker
2.Set up a standard trianguldowing formation with ten pins.
3. Hae each student roll twice each turn.
4. Students will add up the number on the bottom of the pins for each rol, and then add
the two rolls together.
5. Encourage students to explain their process in solving the problems. What strategies
did they use? (Mking ten, double facts, etc.)
Higher Order Thinking Questions:
Would you have used the same strategy as this student?
Can you solve t in a different way?
How much larger is a student’s score from another student’s score?
What number would have to lbeder this pin for your score to be  ?
Matching Products/Sums (CCSS: 3.0A.C.7, 2.0A.B.2)
1. Create ten mulkiplication or addition facts on index cards.
2. Write corresponding products/sums on the front of the pins with a dry erase marker.

3. Line up tle pins with the answers visible in a horizontal line.
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3. Teacher (or student leader of the game) holds up a card for a student, who finds the

answer, and has three chances to knock down the pin with the match. If the pin is

knocked down, that card and pame eliminated from the game. If they do not knock

down the pin, it can be asked again.

4. Teacher (or student leader) keeps presenting cards to participants until there are no

more pins and cards.
Higher Order Thinking Questions:

Is the game easidowards the beginning or the end, and why?

How did you solve your problem?

Can you solve it a different way?

What expression would you need to knock down this pin?

Each of these games can be differentiated by level by changing the numbers involved. |
ako change some of the procedures for students of different ages, allowing older students to lead
themselves and providing more support for younger students. Very quickly, my students both
looked forward to and became accustomed to these activities. Mytugiine investment paid
dividends as the room was buzzing with math. Students began to organically make
generalizations about numbers and pick up on patterns. The structure of these actiities
encouraged a higher level of reasoning. For example, wheticpgaanultiplication, students
need to not only know the answer, but also how many more pins they need to knock down to get
the highest scord.discovered that with the bowlng pins, students independently made
connections and leaps in learning that asealy teacheassisted.

After some reflection, what became evident is that these pins are simply a vehicle to help

the math come alive for kids. | designed the aforementioned activities for specific kids and
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topics, but the scope of their use is vergeviWwhen speaking to my students about the bowling
activities, they volunteered, “It’s like bowling, but better,” “we did math and had fun at the same
time,” and “I like it because you have to use your strength.” I’m not sure if that student even
realized it, but he was using his math strength.

Bringing bowling pins, something students like outside of school, into the classroom
yielded increases in engagement, motivation and achievement. My goal was to provide students
with an active learning experience gractice and solidify learned skills. You might want to try it

with your students it could be right up their alley!

References
Collaborative for Academic, Social, and Emotional Learning. (2012, Septergabé. CASEL

Guide: Effective Seal and Emotional Learning Prograrf@reschool and Elementary

School EditionRetrieved from www.casel.arg
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C | Maryland Council
[ T of Teachers of Mathematics

2016 Annual Conference

“Bringing Learning Into Focus”

Saturday October 22, 2016

Northeast High School
1121 Duvall Highway
Pasadena, MD 21122

For Maryland teachers evaluated with Danielson, attending a professional confeselcée
an artifact for Compaents 4d: Participating therofessional Community and 4e: Growing and
Developing Professionally.

Conference Program Information:
The 205 Annual Conference program wil be availabdaline in mid-September.
Conference Registration Information:
Advanced Registration is avaiablenine at
https://www.marylandmathematics.org/store/cl/Featured Products.html
Onsite registration wil be avaiable on the day of the conference.
We hope you caipin us!
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MEMBERSHIP

The Maryland Council of Teachers of Mathematics (MCTM) is the professional
organization for Maryland's teachers of mathematics. Our members represent all levels
of mathematics educators, from preschool through college. We are an affiliate of the
National Council of Teachers of Mathematics (NCTM). Our goal is to support teachers
in their professional endeavors and help them to become agents of change in
mathematics education.

First Name: Last Name:

Home Address:

City: State: Zip:

Home Phone: -fRail address:

MCTM does not share email addresses

School System or Affiliation:

Level: Check applicable categories:

___Early Childhood (Pre-Kindergarten to Grade 2)
___Elementary (Grades 315)

___Middle School (Grades 6£8)

___High School (Grades 9+12)

___Higher Education (Grade 13+)

Signature: Date:

Join on-line at https://www.marylandmathematics.org6r mail a $15 check,
made out to MCTM, and this completed form to:

"#$9&'(()%*+,-/ %
0", 1#-", %
&'21"3%*'-.4)%5-6(78%98+"(%9)#4,:
;<=;<%*(1">#7?7((,%57>,
@((78'44%*74)A%'B%C;<DC
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provided.
PresidenElect
PastPresident
Executive Director
Recording Secretary
Treasurer
Central Region Rep
Western Region Rep
Southern Region Rep
Eastern Region Rep
Early Chidhood Rep
Intermediate Rep
Middle SchoolRep
High School Rep
Preservice Rep
College Rep
Memberat-Large
Membership Chair
Nominations Chair
New TeachePackets Chair
AwardsChair
Math Month Chair
Mathalon Chair
Webmaster
Newsletter
BannerEditor
Historian
NCTM Liaison
Government Relations
MSDE Representative
MCTM Conference Chairs

0&70

RDUG RI

The MCTM Board of Directors and Committee Chairs f@e to serve you.
To contact a member of the board or committee, click on-tmailelink

Jennifer Novak
Andrew Bleichfeld
Luis Lima

Ming Tomayko
Holly Cheung

Sue Thompson
Scott Trexler
Marcie Sun
Jeanine Brizendine
Mark Zimmerman
Verna Washington
Babette Margolies
John Fontinell
Kourtney Harrison
Christy Graybeal
Stacy Shaener
Matthew Cox
Camille Tomlin
TBD

Jeanine Brizendine
Bonnie Yost

Stew Saphier

Mike Barnhart
Francine Johnson
Tricia Strickland
Babette Margolies
Bill Barnes

Sue Vohrer

Linda Schoenbrodt
John Fontinell,
Kevin Wajek

'LUHFWRUYV

iennynovak89@ gmail.com
Andrew.bleichfeld@hcps.org
Prof.Lima@gmai.com
mtomayki@towson.edu
Holly Cheung@hcpss.org
sthompson@bcps.org
setrexi@carrolk12.org
Marcia.frank@pgcps.org
jorizendine @gmail.com
mzimmerman@bcps.org
Verna L washington@mcpsmd.org
babsmar@gmail.com
ffontinell@bcps.org
Kharri40@ students.towson.edu
graybeal@hood.edu
sshaener@ve&on.net
Matthew cox@hcpss.org
Camtom47@hotmail.com
TDB

jprizendine @aacps.org
byost@bcps.org
stewsaphier@gmail.com
mbarnhart@aacps.org
johnsonf@hood.edu
Strickland@hood.edu
babsmar@gmail.com
Wiliam _barnes@hcpss.org
svohrer@aacps.org
linda.schoenbrodt@ maryland.gov
ffontinel@bcps.org
kwajek@aacps.org

The Maryland Council of Teachers of Mathematics is an affiliate of the National Council of Teachers of Mathem
Membership in the MCTM is open to all persons with an interest in mathematics education in the state of Maryl
become an MCTM membeplease visit our websitéttps://www.marylandmathematics.org/

Furthermore, the MCTM Board invites all members to become actively involved in our organization. To becomq
involved, please contact onéthe officers listed above. We would love to hear from you!
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Maryland Council of Teachers of Mathematics
c/o Holly Cheung

Treasure

Howard County Public School System

10910 Clarksville Pike

Ellicott City, MD 21042

MCTM Mission Statement: The MCTM is a
public voice of mathematics education, inspiring
vision, providing leadership, offering professiona

development, and supporting equitable matheme
learning of the highest quality for all students.
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