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Introduction 

MATHEMATICS SPECIALIST PROJECT 

FINAL EVALUATION 

Mathematics education in America is undergoing close scrutiny these days, 

with many different initiatives to reform current practice now underway (National 

Council of Teachers of Mathematics, 1989 a and b; National Research Council, 1989 

and 1990) . The prevalent view is that American mathematics education is failing 

our students (Dossey, Mullis, Lindquist & Chambers, 1988), and that mathematics 

education emphasizes rules, memorization, and right answers (Goodlad, 1984; 

Stodolsky, 1988). 

In order to address these problems, not only are there new conceptions of 

mathematical content and new goals for learning, but the way in which we teach 

mathematics is also changing. One of the new goals for learning is the belief that 

students should be able to reason mathematically and then be able to apply such 

reasoning to everyday situations. An example of a change in the content is that 

students are presented with mathematical arguments and quantitative data and 

then expected to use probability tests to think about the problem in diverse ways. 

When teachers begin to teach these new things, the mathematics classroom 

should look very different than most do today. Hands-on manipulatives such as 

fraction bars, pictures, beans, and assorted diagrams would be present in addition to 

the written symbolic representation of numbers and operations signs. Students 

would be talking more with one another in seeking to solve the problem together. 

Instead of focusing on the "right" answer, students would discuss different ways to 

frame the problem and debate diverse ways of solving it. However, Cohen and Ball 

(1990) note that, "teaching and learning of this sort are quite remote from current 
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practice .... Students' contributions are limited to doing as they are told, memorizing 

procedures, learning "facts," and giving brief, unexplicated answers to highly 

focused teacher questions. Great changes therefore would be required to realize the 

aims of the current movement for reform in mathematics education (p.235)." 

In the state of Minnesota, reforms in education are being widely discussed. 

Among those changes is a focus on outcomes, a focus that stresses equity with 

accountability for both teachers and students. In response to this climate of change 

the National Council of Teachers Mathematics issued a document, Curriculum and 

Evaluation Standards for School Mathematics, that calls for a revolution in 

curriculum, teaching and assessment of mathematics K - 12. In Minnesota, the 

Governor's Task Force on Mathematics, Science, Technology, and International 

Education recommended the introduction of a mathematics specialist license 

program for elementary school grades 4-6, opportunities for enriching the 

mathematics backgrounds of elementary teachers, and the employment of math 

specialists to teach the upper elementary grades (4-6). 

In response to these recommendations and to some concerns of its own as 

well, the · Edina Public Schools submitted a proposal in 1991 to the General Mills 

Foundation aimed at reorganizing mathematics instruction in the elementary 

schools. The stated objective was to increase the number of teachers retrained as 

mathematics specialists for grades four through six. The project involved educating 

a cadre of fifteen Edina teachers and ten teachers from five other districts as 

mathematics specialists who would ultimately teach a minimum of two 

intermediate level mathematics classes a day and who would also serve as 

resource/ consultants to primary and intermediate generalist teachers in their 

buildings. 

The retraining program occurred during the two-year period of 1991-1993. In 

order to provide formative feedback about the program and ultimately to evaluate 
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its effects, the Center for Applied Research and Educational Improvement (CAREi) 

in the College of Education at the University of Minnesota was contracted to act as 

an evaluator. This document provides a summative report of the training activities 

of the program and draws several conclusions about future considerations for 

teacher in-service training. 

Project Objectives and Activities 

The overall objectives for the math specialist project were to improve the 

quality of math teaching and the quality of student understanding. The means for 

achieving these objectives was the training program which included two ten-week 

courses on the foundations of mathematics, sixteen full-day workshops to 

demonstrate applications in the classroom, and eight networking sessions with 

mathematics teachers other than the participants themselves. 

Evaluation Components 

All training experiences were evaluated. Changes in mathematical and 

pedagogical skills were assessed pre- and post-training; affective changes were 

documented using pre- and post- questionnaires; participants were interviewed; 

and all teachers participated in one of two group interviews. Additionally, 

evaluators observed the teachers in their classrooms to assess lesson content, 

application of teaching strategies, and student participation. An overview of the 

evaluation plan can be found in Appendix A. 

Assessment in Cognitive and Affective Areas 

The pre- and post- cognitive assessment instruments were intended to assess 

both mathematical reasoning skills and instructional pedagogical skills. The 

mathematical portion of the test consisted of fifteen mathematical reasoning items 



similar to those used on the Scholastic Aptitude Test (SAT). Ten other items 

assessed pedagogical thinking. All items had been previously validated with other 

teacher samples. 

The pre-test was administered at the first fall retreat in 1991 and the post-test 

was administered at the final spring retreat in 1993 which was held at the end of the 

second school year of the project. Quantitative results aside, the evaluators 
; 

observed a significant difference in the participants' behavior toward approaching 

the pre-test versus their approach toward the post-test. The initial test prompted 

trepidation and anxiety such that the evaluators allowed the teachers to work 

together after attempting the items individually. For the post-test, teachers were 

excited to demonstrate their knowledge and only wanted to work together because 

they experienced collegial feelings after almost two years of shared experiences. It 
I 

was both the evaluators' and the trainers' belief that the improved comfort-level in 

the approach toward the post-test was indicative of the increased confidence 

experienced by the teachers as a result of the program. 
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In terms of results, there was an enormous range in the number of items 

attempted or completed correctly in the pre-test and significantly less variability 

among the scores of the teachers in the post-test. This suggests that the proportion 

correct increased because the subjects' knowledge improved. The mean on the pre

test was not calculated because so many participants did not even attempt several 

items and almost no one attempted the pedagogical items. The mean on the post

test was 19.6 on the 25-item test. Given the problems with test administration, a T

test would not be valid, but these evaluators are confident that the teachers achieved 

significant improvement in their mathematical knowledge and in their ability to 

apply that knowledge into effective classroom translations, as based upon 

observations and interviews. A sample of the post-test for cognitive skills can be 
'· 

found in Appendix B. 
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Classroom Observations 

Midway during Year One of the training program, seventeen classrooms were 

observed and several commonalties emerged across these classrooms. At the end of 

that first year, these observations were shared with the teachers. Midway in Year 

Two, twelve classrooms were observed, some for a second time. The original 

observations were compared with those done in the second year. As in Year One, 

we observed fine teaching through a variety of styles and classroom arrangements. 

One common observation during both years was the interactive context of all 

classrooms. We never saw students in rows doing worksheets. We saw small 

groups, large groups of differing levels within the same classroom, partners, and 

whole group instruction. Classrooms were busy and students and teachers were 

talking about math. In addition, we saw similar successes and problems present 

across many of the classrooms. 

First, all of the observed teachers effectively managed behavior, time, and 

movement of students. The only exception was the problem of having different 

levels of instruction in one classroom. When a teacher instructs one group while 

another works independently, those students working independently need clear 

instructions, since the teacher is unavailable for guidance and questions. In a few 

instances, the groups working independently seemed confused about their task, e.g., 

how to complete the written work, where ~lse they could obtain assistance other 

than from the teacher, what to do when the task seemed done. 

To illustrate, in one classroom after initial instruction to a portion of the large 

group, the teacher moved to another group working on a different task. The first 

students, working individually, had been instructed to draw their classroom to scale. 

Several problems with the assignment occurred almost immediately. First, the 

teacher gave them meter sticks instead of a tape measure, making measurement 



awkward at best. Second, the room was not square, and the other group was 

working in part of it. Third, the original lesson was on ratios, and the leap to 

making a drawing to scale seemed too fast for many. The teacher eventually had to 

leave the other group and give some suggestions about doing the assignment. 

These suggestions should have been part of the original instruction. The teacher 

missed a good opportunity to model problem solving skills. 

The first observations also noted difficulty in moving from manipulative 

activities to more abstract, written ones. In general, in the second set of 

observations, we noticed conscious attention to this by the teachers and we saw 

fewer text book activities. Because so much of mathematics instruction involves 
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completing steps in a sequence, the need for clarity in task presentation may be even 

greater than for other subject areas. The vast majority of classroom small group 

work we observed, however, appeared well-organized and well-focused. 

Another difficulty we observed in both the initial and final observations was 

making connections between math activities and their usefulness in real-life. This 

problem seems persistent, and the teachers, in their final interviews, mentioned the 

difficulty of finding real-life applications. Many activities that teach math thinking, 

such as pentominoes and tangrams have, for students, remote connections to their 
I 

lives. Acknowledging that many things we teach may not be directly or 

immediately applicable to the real world, it nevertheless would be helpful for 

students' generalization of skills to have the teacher at least explain, for example, 

why pentominos and tangrams are worthwhile activities beyond their intrinsic 

"fun " natures. 

The original set of observations revealed significant gender issues where boys 

tended to seek and be given the lead role in solving the problem. Girls appeared to 

quickly acquiesce to the boys and often ended up being the "recorders" of the project 

data. We were pleased this time to see boys and girls participating equally during 



manipulative activities. Following last year's formative report, teachers became 

more sensitive to unconscious gender distinctions in the classrooms and were 

working consciously to address those dynamics. Again, we did not observe any 

differences this time. 

One observation this second year was that teachers incorporated a greater 

amount of innovative teaching materials and techniques into their lessons. We 

saw one using newspaper articles to discuss ratios, another taught measures of 

central tendency using the students themselves on the playground, and a third used 

grocery store tape receipts to figure mean, mode, and median. 
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In summary, we observed a variety of talented teachers using innovative 

techniques, but also noticed problems in coordinating levels of groups within 

individual classrooms. As more classrooms become heterogeneously grouped, it is 

essential that teachers not only learn innovative teaching strategies, but also become 

even more adept at managing several skill levels within one classroom. 

Participants' Perceptions of Training Components 

By the end of two years of training, one of the most evident outcomes was the 

collegiality of the participants. They themselves described the relationships as 

"connections," "bridges," and "supporting." In the group interviews they spoke 

almost as a body about their collective perceptions, both negative and positive. 
I 

Mathematics Foundations Courses 

Most of the criticism of the training program by the teachers was directed at 

the two courses on the foundations of mathematics. They objected to the lecture 

format when they were being expected to teach using more active learning 

techniques. They suggested that more modeling of such techniques would have 
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been helpful. The participants also wished that the course had been spread out over 

the year rather than being presented in two ten-week, "intense" periods. 

Another suggestion was that the course instructor create assignments that 

would be more appropriate for adult learners. In particular were objections to 

writing a dictionary of math terms and keeping a journal. Although the teachers 

were critical of the math class, they did agree that knowing more content in 

mathematics had freed them from relying on the teacher's manual. 

Workshops and Retreats 

The other major training component was the workshops conducted by Betty 

Wickre and Marilyn Olson. Again and again the teachers praised both of them for 

their teaching capabilities and their support in all phases of the program. The 

teachers liked the hand-outs they received and ideas that they could readily 

incorporate into their classroom lessons. The teachers also reported that, over time, 

they came to really like and value reading various journal articles provided by 

Wickre and Olson on topics relating to effective mathematics instruction. The late

developing enjoyment of such articles was in great contrast to the initial reaction of 

the teachers, who at first saw little relevance or interest in the articles' content. A 

common early response was, "What does research have to say that can be of any use 

in my day-to-day work?---1 think very little ... " 

The intense feelings of collegiality were the result of the networking sessions 

and the retreats. A.lthough the participants found the networking useful for 

establishing connections with other math teachers, they found holding them at the 

end of the day to be tiring and "difficult" in terms of family demands. The retreats 

were recognized as being unique and especially important for building the 

collegiality that they mentioned again and again. Having extended time together as 

a group of professionals and being physically away from the day-to-day expectations 
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present in their personal lives allowed time for deeper reflection about their work as 

teachers and to more clearly identify needs and solutions for their students as well. 

The interviews reported here were conducted at the final retreat and the 

participants were extremely anxious to relate their message that this training 

experience needs to be continued in some form. They mentioned the importance of 

having adequate time to adjust philosophies and styles and to develop a leadership 

role in their respective schools. The notion that true professional growth is 

continuous and should be never-ending became a lived experience of these 

participants. 

A sense of rejuvenation about the love of teaching occurred for nearly all by 

the time the training period was completed. A comment from the retreat said it all: 

"The training has given us freedom, in that we are much less dependent on and 

controlled by the text, and thus can more readily address the learning needs of the 

kids." 

Training Outcomes 

Improved classroom teaching strategies centered around the themes of 

greater use of manipulatives and a heightened awareness of the need to keep critical 

thinking at the fore.front of all lessons. Some of the comments made by the teachers 

include: 

• "I'm teaching with more discovery, less paper and pencil, more cooperative 

learning, less use of the book, and moving at a faster pace." 

• "The word here is evolving -- I have changed some of how I used to teach; 

tried new approaches; more will come. I'm on information overload." 

• "Definitely [more emphasis] on the role of problem solving in the c 

curriculum ... need to make the bridge meaningful from concrete to 

abstract." 
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• "I feel confident and knowledgeable about teaching concepts in more than 

one way to promote full understanding." 

• "I try to relate math to other curricular areas." 

The recognition of the leadership role the participants could now take was 

evidenced in their commitment to professional development. More than half 

reported that they had joined the National Council of Teachers of Mathematics. 

Some mentioned that they were inspired to getting either an Ed.D, Ph.D., or M.A. 

They noted that they were chairing committees on math curriculum at their 

schools, conducting district workshops, and working on PER committees. Another 

important outcome cited by several participants was their increased understanding 

of and ability to incorporate the math standards into their lesson planning and 

teaching. There was future interest in attending conventions to stay current, and 

several reported that they now ordered some type of professional journal. 

The amount of mathematics knowledge increased for all participants as a 

result of their foundations courses and the workshops which sought to bring those 

concepts into the classroom. As the need for changes in both content knowledge 

and pedagogy was cited in the Cohen and Ball (1990) article, the teachers in this 

specialists' training project have clearly met this objective. Furthermore, the 

teachers finished the training experience with a changed perspective on the value 

and utility of research information about student cognition and instructional 

behaviors. In a sense, the training program has provided them with the tools to 

continue learning on their own, which is the ultimate goal of education. 
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Participants' Look to the Future 

The project participants identified two problems which were already 

appearing in all of their schools: (a) how to inculcate new teachers at their sites into 

the ideas and practices of a reformed mathematics curriculum, and (b) finding time 

within their schedules to actually act as a math resource person to colleagues. If 

some form of ongoing support could be maintained, either at the building or at the 

district level, the teachers felt they might be better able to solve these problems. 

On the positive side, some of the ways the participants described their future 

roles in their schools included: 

• "I will be a gentle persuader for colleagues who are skeptical." 

• "I feel stronger when I speak to parents about math and my stand on math 

manipulatives." 

• ''I'm an incredibly strong resource now for many areas of math and methods 

of teaching." 

• "[Our district] will now be taking a closer look at the [NCTM] Standards ... to 

get a better understanding of how to implement the Standards in our 

curriculum." 

Summary and Final Recommendations 

As the training program for the Mathematics Specialist Project comes to a 

formal end, the evaluation of the effort has left many lasting impressions and leads 

to several recommendations. 

1. In order to have critical thinking more deeply imbedded in the 

curriculum, teachers are needing to have explicit training in how to conceptually 

move from the concrete to the abstract. This would include the transition from 

using manipulatives to oral discussion of solving the problem to representing the 
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problem in written mathematical form. This is not something that is generally part 

of the teacher pre-service or in-service training programs, and yet needs to be 

addressed if education is to move sufficie11.tly in that direction. 

2. The reverse of what was presented above in #1 is also true, in that 

mathematics education must begin to place a greater emphasis upon how 

mathematical concepts appear and are useful in our daily lives. Making the 

concepts relevant to the real-life experiences of the learner is one strategy by which 

new skills are linked to prior knowledge. 

3. Teacher training programs, both pre-service and in-service, could 

significantly improve the delivery (and possibly learning) of the course content to 

the learners if the course instructor modeled the very teaching techniques being 

presented to the class. This is not a new idea, certainly, but one that bears repeating 
I 

since college instructional behavior is still so often not representative of the 

teaching techniques it espouses. 

4. Teachers need much more time to make deep and long-lasting changes 

in how and what they teach. A two-year course such as this one has been an 

excellent start towards significant personal professional reform in mathematics 

education for the program participants. They have needed time to have real 
' 

situations arise where they can consider and apply new knowledge. Furthermore, 

they have needed time to begin to view themselves differently--perhaps as the math 

resource person in their building or as a math team leader--and to then become 

comfortable in that revised role. Without adequate time to process new feelings and 

difficult experiences in a new role, the normal anxiety can often appear as anger and 

frustration. The end result, often, is a return to what the teacher did before and was 

comfortable with, and the training appears to have been not worthwhile. The 

evaluation team does not expect that such will be the case with the teachers in this 

project because they have had the time needed to make deep changes. 
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5. The presence of two perceptive, dedicated lead trainers, Betty Wickre 

and Marilyn Olson, were absolutely critical to the success of this project. The 

essential contribution that they were able to make revolves around these factors: 

a) they were present during the entire two years of the project, and thus the 

leadership and its vision did not change during that time; 

b) even though they were well aware that the foundations courses were 

causing some difficulties for the teachers in the project, they did not abandon that 

part of the program. Indeed, they met with the teachers to discuss ways in which the 

course could be improved short- and long:term, thereby turning the problems into a 

learning experience; 

c) they recognized the need for teachers to "get away" from their daily 

demands in order to fully concentrate on the content of the workshops. Several 

teachers noted that the retreat experience was one that few teachers are ever 

provided or allowed to do, even though businesses often use this technique for staff 

development. The retreat seemed to increase the teachers' sense of their own 

professionalism; 

d) they brought in a dynamic speaker who had a special skill to blend the 

theoretical and the practical. She was sought out by Wickre and Olson because they 

themselves had participated in one of her workshops; 

e) the retreat speaker was part of the retreat each of the two years. This was 

particularly good for two reasons: first, not only was the same message being 

conveyed from year to year; but second, for the teachers who had tried something in 

their classrooms during Year One, the speaker was able to provide feedback and 

suggestions to them as they brought questions and experiences to the second retreat; 

f) Wickre and Olson continually sought formative feedback from the teacher 

participants and the evaluation specialists in order to monitor the quality and 

relevance of the training program. Alth01.~gh the structure of the project was in 



place, Wickre and Olson provided a flexibility to the components that permitted 

unanticipated needs to be met on an on-going basis. 
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6. Training programs such as this one are vital to the professional health 

of the teacher and are equally vital to the learning of students. The teachers in this 

project have processed many of their new learnings just as students in their classes 

do. When the construction of new knowledge and deeper understanding occurs on 

the part of classroom teachers, they are ultimately better equipped to reach out to the 

learners who face them every day. The Mathematics Specialist Project has provided 

25 teachers and, thus, more than 300 elementary students, the opportunity to 

encounter the joy of learning and the increased satisfaction of doing a job 

exceedingly well. 

Addendum 

On April 20, 1994, the Mathematics Specialist Training Project held a follow

up networking session. Nearly one year had passed since the teachers last saw one 

another on the last day of the retreat in April, 1993. The joy of seeing old friends 

again was evident and the warmth of their shared friendships was palpable. The 

purpose of the session was to have the opportunity to share with each other the 

events in mathematics education that had occurred in the fifteen different 

elementary buildings during the past year. 

Some interesting things have taken place, such as: 

• mini-workshops on improving math instruction at all grade levels has 

occurred in nearly all of the buildings, 
i 

• a PTA parents' workshop was held where over 90 parents came to the school 

to learn about and experience some of the changes in math instruction, 

I 

I 
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• much discussion in several buildings about changing the scheduled blocks 

of instructional time to achieve 1 + hour blocks of time for teaching math, 

• in one school, the text being used was pushed up by one year (i.e., fifth 

graders in the sixth grade book, sixth graders in the seventh grade book), and the 

students are learning the material as fast as it's being presented and loving it, 

• in one school, a mathematics instruction workshop being held in August, 

1994, will be attended by 100% of the school's team of fourth grade teachers (i.e., and 

not just the math specialists). 

The teachers reported that as a result of the training experience, discussion of 

content across grade levels was happening much of the time. They all concluded 

that they would like to have an iannual meeting of this group to keep in touch and 

to find out the newest things occurring at the various schools. It is the impression 

of the evaluators that the Mathematics Specialist Training Program was all, and 

more, of what it intended to be and to accomplish. A new professional community 

has been established and holds great promise to continue into the future. 
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Evaluation Plan 

Eyaluat jon O uestj ons: Do the program training co mponents enable the 
participants to beco me math ed ucati on speciali sts? Wh at are the 
cognit ive and affect ive changes that have occurred as a result of the 
tra in ing? 

Task 

1. Deve lop pre- post- questionnaire covering 
a. course content (foundations and 

practical knowledge), and 
b. teacher attitudes 

2. Conduct quantitat ive analys is of 
data from questionnaire 

3. Participant observation of .App licat ions 
Training Sess ions 

4. Conduct quali tative analysis of data 
gathered from observations 

5. Participant observation and quali tat ive 
data analys is of networking sessions 

6. Conduct ind ividual in terv iews with ten 
teachers involved in . the training 

7. Participant observation in . ten class
rooms of teachers involved in the 
tra ining 

8. Conduct quali tative analysis of 
in terview and observation data 

9. Evaluation report preparation 

Evaluation plan prepared by: 
Kyla L. Wah lstrom, Ph.D., Assoc iate Director 

Area of Change 
Being Measured 

Cogn it ive 

A ff ect i ve 

Cogn itive and 
affect ive 

Cogn itive and 
affect ive 

Cog nitive and 
affect ive 

Cogn itive and 
affect ive 

Affect ive 

Cog nitive and 
affect ive 

Cogn itive and 
affect i ve 

Cogn itive and 
a ff ect i ve 

Center for App lied Research and Educational Improvement 
(CARE i) 
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Center for Applied Research and Educational Improvement 
Post-Test • Spring 1993 
Math Specialist Training 

Problem Solving 

1. Equal amounts of peanuts, cashews, and almonds are packed separately in bags. If three 
bags, one of each kind, costs a total of $3.00, and two bags of peanuts and two bags of 
cashews cost a total of $3.50, how much does one bag of almonds cost? 

a) $1.25 

b) $1.50 

c) $1.75 

d) $2.00 

e) $2.25 

2. Paul caught exactly 3 times as many fish as Eric and exactly 4 times as many fish as Steve. If 
they caught less than 100 fish altogether, what is the greatest number of fish that Paul could 
have caught? 

a) 72 

b) 66 

c) 60 

d) 50 

e) 48 

3. Five contestants competed for two days in a sports event in which there were no ties in 
standings. At the end of each day , the standings were recorded. Which of the following 
could NOT be the total number of contestants whose standings changed on the second day? 

a) one 

b) two 

c) three 
, . 

d) four 

e) five 

4. A kindergarten class wants to buy a $77 tropical tree for the school. If the teacher agrees to 
pay twice as much as the class and the administration promises to pay four times as much as 
the class, how much should the teacher pay? 

a) $11 .00 
• b) $15.40 

c) $22.00 

d) $25.70 

e $38.50 



5. The possible scores on a weekly math quiz range from O to 100. If Pat receives scores of 65 
and 75 on the first two quizzes, what is the lowest possible srore Pat can receive on the third 
in order to average 75 on the first four quizzes? 

a) 50 

b) 55 

c) 60 

d) 65 

e) 70 

6. There are ten children in a room. The ratio of boys to girls increased when another boy and . 
another gir1 entered the room. What is the greatest number of boys that could have originally 
been in the room? 

a) 1 

b) 4 

c) 5 

d) 9 

e) 10 

c E 

B 

A G 

7. Eight toothpicks of equal length form the figure shown above. If the perimeter of triangle DEF 
is four inches, what is the perimeter, in inches, of hexagon ABCDFG? 

a) 6 

b) 8 

c) 

d) 

12 

18 

e) 24 

8. The first of four ideritical bottles is 1/2 full of water, the second is 314 full, the third is 7/8 full, 
and the fourth is 15116 full. After water is poured from the fourth bottle to fill each of the first 
three bottles, what fraction of the fourth bottle will be full? 

a) 1/32 

b) 1 /16 

c) . 1 /1 2 

d) 1/9 
1/8 . - - -- --~- ---·- - - ·-e 



9. Suppose that angles of geometric figures were measured in "bleeps" instead of degrees. If 
the sum of the measures of the angles of triangle were 12 bleeps, what would the sum of the 
measures of the angles of a rectangle, in bleeps? 

a) 6 

b) 12 

c) 16 

d) 24 

e) 36 

1 o. A piece of wire 0.022 meters long is cut from a wire 0.2 meters long. The remaining piece is 
how many times as long as the piece that was cut off? 

a) 40 

b) 99 

c) 100 

d) 198 

~" 1,000 

S hor t An s w e r 

The following items are intended to assess your use of pedagogy and content to teach 
mathematical ideas. Use any format that represents what you would do to teach the given 
problem. If you incorporate a drawing, describe in words how you would explain the 
drawing. Be as clear as possible. 

11 . Give two concepts this drawing could be used to describe. 

., . 



12. Pete the Pirate buried 1/2 of his sack of gold and then spent 1/3 of what was left. If he spent 
$100.00, how much money did Pete have when he started? 

13. Describe in words the steps needed to compute this problem. 

1/3 
± 3/7 



14. Represent this question with a number line. 
What number is 3/8 of the way between 2/3 and 1 1/4? 

15. Express in words the three types of numbers the enclosed figure could represent. 

10 
• • • ~ • 

• .. 
• • 

• • • • 
10 • • . . • 

• • • • • • .. . 
• • • 

• 
• 
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UCSMP IN-DISTRICT PARTICIPANTS 

Name: 

Building: ----------------------------~ 
Teaching Assignment for 93-94: ---------------------

Describe how the two-year training sessions have impacted you in the following areas: 

• Your sense of professionalism 

• Your attitude toward mathematics 

• Your knowledge of mathematics 

• Your classroom strategies 

How can you share what you have learned in the course of this project with colleagues 
both at the intermediate and the primary levels in your building. Be specific. 

Primary (It is the intent of UCSMP that a math specialist act as a resource to primary 
teachers): ------------------------------

Please complete and Return to Betty at the Edina District Office. 



1991-93: 

UCSMP OUT OF DISTRICT PARTICIPANTS 
IMPLEMENTATION PLANS 

I. What has been accomplished in the two years beginning in October, 1991 and 
ending with June, 1993 at a district level to implement the philosophy of the 
UCSMP project. 

I DATEI DESCRIPTION I I# OF HOURS I I# OF PARTICIPANTS! 

IL What plans have you made for continuing the implementation of the USCMP? 

I DATEI I DESCRIPTION I I # OF HOURS I I# OF PARTICIPANTS' 

(over) 



m. What concerns do you have that should be addressed at our April meeting? 

Please complete and return to Betty at Edina Public Schools. 




