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Putting meaning behind bars:

Children's interpretations of bar graphs ®

Brian Doig Susie Groves
Australian Council for Educational Deakin University
Research

A glance at any newspaper shows that graphs play an important part in presenting data to
the public. It appears self-evident that -children need to develop ‘“graphical literacy" as part of
their mathematics education. As part of a series of mathematically orientated science aclivities

in  the Practical Mechanics in Primary Mathematics ’ project, 102 upper primary children
measured the distance travelled by a falling ball for different time intervals, presented their
data in a bar graph and commented on what they thought was happening to the speed of the
ball. Children's graphs and written comments were analysed from two perspectives: the degree
to which the graphs conformed to graphical conventions (including their accuracy in representing
the data), and what children inferred about the motion of the ball from their graphs. Results
of the first analysis show that the majority of children understood bar graph conventions, while
the second analysis reveals that the children's “graphical literacy” is at various stages of
development.

Introduction

Recent calls for improvement in both curriculum coverage and student capabilities in what has come to be termed "graphical
literacy" have recounted the problems that students have with many aspects of graphical work (see, for example,
Pereira-Mendoza, Watson & Moritz, 1995). Curcio (1989, pp.5-6) presents three levels of graph comprehension: reading the data
(directly from the graph); reading between the data (to interpret and integrate the data); and reading beyond the data (to
predict or infer from the data). In order to improve primary children’s levels of comprehension, Curcio (1987, p. 391) argues
that they should "collect 'real world’ data to construct their own simple graphs ...[and] verbalise the relationships and patterns
observed ... e.g. larger than, twice as big as, continuously increasing".

This paper arises from collaborative research that was carried out by the authors in the Practical Mechanics in Primary
Mathematics project, together with Julian Williams the director of the Mechanics in Action Project at the University of
Manchester.

Research in the Practical Mechanics in Primary Mathematics project was designed to investigate ways in which practical
activities can be used to foster links between upper primary children's spontaneous concepts and Newtonian mechanics. The
underlying approach used in many of the activities in both projects was to replicate some of the motion experiments carried out
by Galileo, but in a simplified form.

Key parts of these modifications in some of the activities used in the Practical Mechanics in Primary Mathematics project
were to use a metronome to measure one second time intervals, and to use paper strips (party streamers) to measure the
distance travelled by a moving ball in each second. These strips were then used to make bar graphs (strip graphs) where each
strip of streamer represented distance per unit time. In this way speed was made "concrete" and the graph enabled the dynamic
acceleration (or in some activities deceleration) to be made static.

A commonly heard claim is that "the most important value of graphs ... is that [they help] children to see relationships which
may have passed by unnoticed” (Nuffield Mathematics Project, 1967, p. 3). It is with this in mind that the children were asked to
explain the motion of the ball, using their graphs as referents. We believe that this way of representing measured observations
and using them to interpret physical activities takes mathematics "into" science.

An earlier paper (Doig, Groves & Williams, 1997) discusses project children’s use of such streamer graphs to interpret and
explain the motion of a ball rolling along a track in a variety of situations which include uniform motion, acceleration and
deceleration due to gravity, and deceleration due to friction. Theoretically, these situations should result in linear graphs.
However the significant errors in the data obtained by the children frequently provoked them to formulate spurious explanations
for apparently erratic changes in speed.

In the Falling Ball activity, which is the focus of this paper, a ball with an inbuilt stop watch reading to hundredths of a second
was used to find the height required for a half second drop, followed by a quarter second drop. Based on this information,
children were asked to predict and find the height for a one second drop, present their data in a bar graph (no longer using strips
of paper) and comment on what they thought was happening to the speed of the ball. Unlike the rolling ball activities using a
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metronome, this activity produces data remarkably close to the theoretical values, with no danger of acceleration not being
observable. Doig, Groves and Williams (1996) discuss this activity in terms of the opportunities it provides for children to engage
in mathematical modelling at an intuitive, informal level and the need for teachers to take account of children's existing models
for motion. That paper, however, makes no attempt to examine children's work in detail or from the point of view of graphical
literacy.

In this paper we examine the bar graphs created by 102 children together with their explanations of the motion of the falling ball
and look at the extent to which Curcio's (1989) levels of graphical comprehension are evident.

Background

The idea of using strips of paper to make a graph is not new. Such "concrete" graphs are usually seen as a form of bar graph, a
graphical form familiar to children of 10 to 12 years of age. In Australia, the so-called National Profile in mathematics
(Curriculum Corporation, 1994a) suggests that by the end of Level 4 (the end of primary school) children should be able to
“display data in bar graphs ... [i]nterpret and report on information in tables and bar graphs ... interpret and report on
information in line graphs, informally describing trends in the data” (p. 77). In the parallel science document (Curriculum
Corporation, 1994b), the suggestion is that by the end of Level 4 children should be able to "measure everyday motions and
represent them in graphs and tables, using ideas of position and speed” (p. 59).

In the United States, the National Council of Teachers of Mathematics' standards for mathematics are supported by booklets
known as the Addenda , which focus on particular aspects of mathematics. In the grades K - 6 booklet Making Sense of
Data (Lindquist, Luquire, Gardner & Shekaramiz, 1992), virtually all the data are discrete and the main graphical representation
is the bar graph. Typical activities involve (bar) graphing responses to questions such as "What is our favorite color?" or "How do
we like our chicken cooked?" (p. 42). In the solitary instance of a line graph there is no suggestion that points may be
interpolated, or that the slope of the line could provide information.

The same type of questions were suggested in Britain thirty years ago. For example, in the Nuffield Project's booklet on graphs,
topics for graphs for upper primary school children are based exclusively on data collected in discrete categories (Nuffield
Mathematics Project, 1967, pp. 22-23).

Kerslake (1981) noted that there appears to be a large gap between children's ability to read a graph for information and their
ability to discover and use relationships between the variables. This observation is borne out by a more recent study in Victoria,
where some fifteen hundred 10-year-old children were asked to interpret a graph of the patterns of recent migration to
Australia (Doig, Piper, Mellor & Masters, 1994). Only 5 per cent of 10-year-olds were able to "synthesise information by
indicating changes in trends over the period" (p. 96). The largest percentage (65%) of these students were categorised as
offering no response at all to this question, while 30 per cent of students were able only to make responses about a single
aspect of the graph.

The Falling Ball activity described in this paper makes considerable demands on children's ability to synthesise information in that
they not only need to recognise trends, but also need to interpret the meaning of the data in terms of faster speed
corresponding to longer "bars" on the graph.

Early activities devised for the project focused on speed as distance per unit time in order to establish a basis on which to
introduce acceleration under gravity. At the outset it was thought that the children would be familiar with, and understand, the
concept of speed. This proved not to be the case as some children thought that a larger distance travelled per unit time meant a
slower speed!

An introductory activity was devised to remedy this situation. The activity required that a number of children walk in a straight
line while their positions, at each second, were marked by other children placing blocks on the ground beside each walking child.
Paper streamers were then cut to the length between these blocks to provide a record of the distance walked each second. The
questions put to the children were "Who walked the fastest?" and "In which second did the child walk fast (or slow, faster, or
slower)?" This walking activity established a direct link between the observation (fast or slow speed of walking) and the length of
the measured strip. Thus the activity provided a referent in which a longer strip indicated greater speed than a shorter strip. It
was felt that all children now had a shared understanding that a longer distance travelled per unit time means greater speed.

This walking activity and the ones where children used streamer graphs to represent the motion of the rolling balls depended on
children cutting strips of paper to the length travelled in equal time intervals and interpreting that longer or shorter strips
represented faster or slower speeds, respectively. Hence acceleration is represented by increasing strip lengths.

The Falling Ball activity differed from these activities in two major ways. Firstly, because the distances travelled by the falling
ball in the time intervals ranged from about 30 cm to 5 metres, it was impractical to cut streamers to length. Instead, children
were required to complete a table to record their data and then transfer that data to a graph, where the axes and divisions were
already provided (see Figure 1 for an example of a completed bar graph). Secondly, in this activity the distances travelled were
obtained for differing time intervals collected on different occasions . That is, data for the height required was initially
collected for a 0.5 second drop and then for a 0.25 second drop. After this, children were asked to predict and find the height
fora 1 second drop. In most cases, this led to an incidental additional data point for a 0.75 second drop. Thus instead of showing
the distances travelled by a moving object in successive seconds, the graphs produced in this activity showed distances travelled
for different time intervals on different occasions. In order to interpret the graph as representing acceleration, children needed
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to recognise, albeit intuitively, its essentially exponential nature - a big ask for children at this level. The conceptual complexity
of the task needs to be kept in mind when examining the extent to which children exhibited Curcio's (1989) levels of graphical
comprehension.

Methodology

The data was collected from the workbooks used by the children to record their predictions, data, graphs, explanations and
comments for the Falling Ball activity. A section of the activity required the children to record the distances for drops of
varying time intervals, to graph these data, and to explain the motion of the ball. Figure 1 shows an example of a bar graph and
the child’s explanation of the motion of the ball based on their interpretation of the graph. A different section asked children to
"Write what you found out in this lesson".

A totai of 102 children's workbooks were read and the graphs and their explanations of the ball's motion categorised, using both
their explanations of what they thought was happening to the speed of the ball and their comments on what they had learnt in
the lesson, when these were relevant.

The data were analysed in two distinct phases. In the first phase, the graphs were analysed with respect to their conformity to
the collected data and their correctness with respect to the conventions of graphical representation. In the second phase, the
children's explanations of the falling ball's motion were categorised according to the nature of the explanation. All those
comments that displayed the same interpretation (in a qualitative sense) were placed into the same category. Each time a
different interpretation was encountered, a new category was formed. In this manner every interpretation was placed into one
of several mutually exclusive categories. The process was iterative and followed the procedure described in Adams, Doig and
Rosier (1992). The categories that were used to fully classify the data are described below.

Accuracy of graphs

In phase one of the analysis the children's graphs of the Falling Ball, data were placed into four mutually exclusive categories.
Descriptions of the four categories are given below, while the number of graphs in each category is shown in Table 1.

Table 1

Accuracy of graphs (N=102)

Degree of accuracy Accurate Difficulties with Difficulties with Other
vertical axis horizontal axis

Number of graphs 67 26 6 3

A total of 67 graphs accurately represented the data. All of these graphs used the vertical axis and its scale accurately,
approximating values when necessary. While there had been an expectation that the graphs be drawn as bar graphs, three of
these graphs were drawn as line graphs, which accurately plotted the data points but used a line to join them. All of these
children used the conventions of graphs correctly, and demonstrated their ability to interpolate values on the y-axis when
necessary.

\‘1 hitp://www.aare.edu.au/g9pap/grog9317.htm
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Figure 2. Graph with horizontal axis changed

The second largest category, 26 graphs, were those which exhibited problems with the vertical axis. These problems were of two
types. The larger group, 21 graphs, showed that some children were unable to consistently read the scale, whilst a smaller group
of five graphs showed no use of intermediate values on this axis. These five graphs were completed simply using the nearest
"block" of the supplied grid for the data value.

Surprisingly, as the horizontal axis was a simple four-category arrangement, there were six graphs that exhibited problems with
this aspect of the graph. Some of these graphs appear to be the result of a misreading the order of the data from the data
table, while the remainder are unexplainable re-arrangements of the order of the data categories. In either case problems with
the horizontal axis have caused the graph to be incorrect.

The three graphs in the "other" category consisted of one graph where all four data points were recorded and graphed as
approximately 33 cm (see Figure 9) and two graphs where the first two data points had been reversed, but this had been noticed
by the children and the horizontal axis changed accordingly (see Figure 2 for an example of such a graph).

Children's explanations

in the second phase, children's responses to the request to "Write down what you think is happening to the speed of the ball"
were analysed. In some instances, where children had made comments pertinent to the speed of the ball in their general
comments about the whole activity, these were included in the analysis.

Because there had been no explicit request for children to refer to the graph in their responses, the analysis was carried out in
two stages. In the first instance, those responses which made explicit mention of the graph (or could be implied to be referring
to data points on the graph or its extrapolation) were separated from those which made no such direct reference. A total of 38
children referred directly to the graph, while 64 children did not.

The two sets of responses were analysed separately as described below.
Explanations which referred directly to the graph

The 38 explanations which referred directly to the graph were placed into eight mutually exclusive categories based on the type
of explanation given as described below. Table 2 shows the number in each category, further subdivided to indicate the accuracy
of the graphs used. This table also shows the classification of the explanations based on. an expanded version of Curcio's (1989)
levels of graphical comprehension, as will also be described below.

Table 2 -

\‘1 http://www.aare.edu.au/99pap/gro99317.htm
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Summary of explanations which referred directly to the graph (N=38)

Interpretation of Accurate Difficulties with Difficulties with Other Level of
graph vertical axis horizontal axis comprehension
Exponential growth 5 1 o] o 3
(strong)
Exponential growth 5 2 o o 3
(weak)
Linear growth 1 [} o [} 2
(strong)
Linear growth 1 1 o [} 2
(weak)
Extrapolation 1 o] o] [o] 2
(strong)
Extrapolation (weak) || 1 o] o] o 2
Comparison across 4 4 o] o] 1.5
horizontal axis
Discussion of data 11 1 o] o] 1
points only

Curcio's (1989) first level of graphical comprehension requires children to read the data directly from the graph. While the focus
of the graphing part of this activity was on children constructing an accurate graph, there was evidence in the children's
explanations of them reading data points and connecting these with their experience of the activity. The example shown in Figure
3, however, urges a note of caution as we cannot really be sure whether the child was reading the point from the graph or
directly from the table constructed during the data collection. In any case, the explanations which referred only to data points,
without any attempt to integrate the data, were classified at level 1, as shown in Table 2. Of the 38 children who appeared to
refer to the graph, 12 responses were classified at this lowest level.

While Curcio (1989) describes three levels of comprehension, when grouping the data we found it necessary to insert an extra
level between her levels 1 and 2 (this level is referred to as level 1.5 here). Level 1.5 corresponds to children's responses which,
while not fully integrating the data, attempt to compare data values across the horizontal axis in some sense.

Figure 4. Examples of responses involving comparison across the horizontal axis

Figure 4 shows two examples of children's responses classified at this level. A total of 8 responses were classified this way. It is
difficult to be certain whether the second response refers to the graph. However, we are more confident about the first child’s
statement that “I expected the ball would go frister because it pics up speed so the graph would be higher to get the ground over
fonger desten* (sic) -at least if we assume that one of "higher to get the ground" or "over longer desten" refers to time. This
highlights some of the difficulties in interpreting the children's responses. The process was indeed an iterative onel!

The responses categorised as being at Curcio's level two were characterised by the children interpreting the data as
representing a linear model of growth. Although there were only five responses classified at level two, these differed in the way
the children presented the explanations and in terms of their clarity of explanation. Three children explicitly stated a linear
model. Figure 5 shows a "strong" explanation classified as linear growth. The other two children extrapolated on the basis of a
linear model. The "stronger" response (in terms of clarity of explanation) states that "if you dropped the ball from the Rielto it
would only take 5 seconds because every second is about 500 cm, like on the graph“. The weaker response appear to state that
“the ball increased 5 times a 1 sec .... In 2 sec go so fast it will brack".

As discussed earlier, interpreting acceleration in this activity requires children to recognise, albeit intuitively, the essentially
exponential nature of the graph. We judged this to be at Curcio's level three - i.e. as showing an ability to read beyond the data in
order to predict or infer from the data. A total of 13 children's responses were classified as interpreting the graph to show
exponential growth - as in the previous level, these were split according to the clarity of the responses.

\) http://www.aare.edu.au/99pap/gro99317.htm
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Figure 6. A "strong" response based on an exponential interpretation of the graph
Although not strictly speaking correct, Figure 6 shows an example of a "strong" explanation of the exponential nature of the
graph. Since the correct interpretation of the graph is that the height quadruples every time the time doubles, this
interpretation fails to model the data accurately, however it certainly captures the exponential nature of the data. A much
weaker explanation - probably the weakest in the °"Exponential growth (weak)' category - is shown in Figure 7.
Figure 8. A "weak” response based on an exponential interpretation of the graph

The children whose responses are in these categories clearly demonstrate their ability to make inferences from the data and
therefore exhibit Curcio's third level of graphical comprehension.

Explanations which did not refer directly to the graph

The 64 explanations which did not refer directly to the graph were also placed into eight mutually exclusive categories, based on
the type of explanation given. Table 3 shows the number in each category, subdivided to indicate the accuracy of the graphs
used.

Table 3

Summary of explanations which did not refer directly to the graph (N=64)

Interpretation of Accurate Difficulties with Difficulties with Other
motion of ball vertical axis horizontal axis
Acceleration 21

(faster and faster)
Acceleration 5 (o] (o] 1

(faster at a point)

Higher = faster 6 3 2 1

Higher = longer 3 2 (o] [}
Deceleration (o] 3 (o] [}

(slower and slower)
Science only 1 1 (o] [}
Other 1 o] 1 o]
Blank 1 (o] (o] [}

Since the explanations do not refer to the graphs, it is not possible to deduce anything about these children's levels of graphical
comprehension. Nevertheless, the first two categories of responses imply acceleration and so these roughly correspond to the
first two categories in Table 2 in terms of the explanations given, although in this case children do not refer to the graphs to
support their explanations.

Typical comments in the first category describe the motion of the ball in terms of acceleration, using words such as "faster and
faster" or explanations such as *I found out that as the ball gose down it picks up speed" (sic). Over half of the responses-which
made no direct reference to the graph (a total of 33) were grouped in this category. For example, the graph and explanation
shown in Figure 2 were classified in this way, using the category of "other" for the accuracy of the graph, since the first two
horizontal values were exchanged, and “acceleration (faster and faster)" for the explanation, since the child explained "that the
ball cepet [kept] accelerating sped very quickly".

Figure 1, on the other hand, shows an explanation that "the ball gets faster at a certain point then keeps going at about the
same speed", which was classified in the category of "acceleration (faster at a point)". Only 6 of the responses which make no
direct reference to the graph fit this category. While it was difficult at times to distinguish between these two categories and
both were classified under “acceleration”, the use of the key words "gets faster at ..." as opposed to "goes faster and faster" or
"picks up speed" were used to separate the categories. The notion of an accelerating ball starting to go faster "at a point' was
also evident in several of the other activities - in fact, many children claimed to be able to identify the point where they believed
that they saw a rolling ball "suddenly speed up" and were often able to persuade other children to "see” the same thing.
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The graph and explanation shown in Figure 9 illustrate how difficult it is to decide the extent to which children drew inferences
from their graphs. The graph is completely consistent with the data table, which supposedly shows the distances recorded for
the different time intervals. However, there is no possible connection between the graph and the explanation given. This graph
and the explanation were coded as "acceleration (faster at a point)" and "other".

The next group of three categories correspond to a variety of explanations, some correct, some possibly correct and some
clearly incorrect.

The first of these categories, containing 12 explanations, involves children interpreting a higher drop as faster speed. An
example of such an explanation is shown in Figure 10.

The second of these categories, containing five explanations, is characterised by children interpreting a higher drop as
corresponding to a longer fall.

57

Figures 11 and 12 show examples of such explanations. The example in Figure 12 is interesting because it somehow reverses the
usual description and almost gives the ball animate qualities, although, strictly speaking, time is  the independent variable.

>

Figure 13 shows the explanation of one of the three children who interpreted their graphs as showing deceleration and who
described the motion observed using words such as "the ball gets slower and slower”. This indicates that, despite the early
walking activities, some children still believe that a longer "bar" represents slower speed.

All of the explanations in these three categories correspond to some sort of comparison being made "across the horizontal axis"
as suggested also for the second last category of Table 2.

The remaining five explanations were classified as follows: two gave a scientific explanation only with no mention of speed or
acceleration (see Figure 14 for one example); two could not sensibly be categorised here (see Figure 1.5 for one example) and
one which was blank.

A number of observations can be made about these classifications. Firstly, a much smaller percentage of those children who did
not refer directly to their graphs had actually drawn accurate graphs than those who did refer directly to their graphs.
Moreover, all of the difficulties related to the horizontal axis occurred in this group who did not refer directly to their graphs. In
addition, it is clear from the example shown in Figure 9 that children did not necessarily rely on their graphs in order to infer
what was happening to the speed of the ball.

Discussion

The performance of the children in terms of the accuracy of their graphs is compatible with that suggested by Swatton and
Taylor (1994), who found that many upper primary school children are competent in working with bar graphs. The fact that just
over a quarter of the responses were categorised as displaying problems with the vertical axis would also confirm their view that
scales play a major part in increasing the complexity of graphical tasks. However, in terms of graphical literacy, competency with
drawing bar graphs is but a beginning. Reading a graph to extract information is a crucial ability, and probably the most important
in everyday life out of school. Thus the second phase of the analysis was aimed at determining the level of competency of these
children in the interpretative aspects of graphical literacy.

The analysis of the children's explanations, however, did not support Swatton and Taylor's (1994) claim that “less than 10% of
pupils ... satisfactorily described any relationship between the variables® (p. 238). Certainly, there were a number of children
whose comments reflect little or no interpretative competency. However, over a third of those children whose explanations
directly referred to their graph (13 of the 38) were regarded as being at Curcio’s highest level of graphical comprehension, with
a further five children classified as being at the second level, which requires reading between the data to interpret and integrate
it. Even when taken as a percentage of the total number of responses, this represents considerably more that 10 per cent of
children.

Unfortunately it is not possible to comment on the level of graphical comprehension of most of the 64 children who made no
direct reference to their graph. However, many of the children's comments do suggest that the emphasis on graphical
representation of motion throughout the entire suite of activities provided a vehicle for interpreting their experiences.
\) http://www.aare.edu.au/89pap/gro99317.htm
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Conclusions

A goal of graphical literacy must be to avoid school-based problems of the type described so well by Duggan, Johnson and Gott
(1996, p. 473), who state that "without an understanding of the meaning and purpose of continuous data, pupils will either quite
sensibly opt for the easier qualitative definition of variables or resort to the ritual collection of numbers". In the Practical
Mechanics in Primary Mathematics project, children made graphs from their own data gathered during practical science
experiments, and were given the opportunity to use their graphs to assist them in interpreting and explaining the observed
motion. The results of the analysis of the accuracy of their graphs show that most children were able to construct suitable
graphs of the ball's motion. However it was more difficult to find evidence that they were able to draw plausible inferences from
these graphs.

Curcio's (1989) three levels of graphical comprehension guided our interpretation of children’s explanations of the motion of the
Falling Ball. It was not expected that the third of these levels be present in this group of responses, considering both the limited
nature of the children's experiences with kinematics and the (assumed) lack of experience they would have had with this aspect
of graphical work. In the event we were pleasantly surprised at the number of children whose responses showed the ability to
make inferences from the data at or near this highest level.

If our goal is for children use graphs to guide their thinking and build explanations, it is essential that "rather than suggest to
students that graphs are not pictures [we should suggest] that graphs are pictures, but that we must understand what it is that
they are pictures of' (Chasan & Bethell., 1994, p. 183). A step towards achieving this goal is to be able to find ways to support
the development of graphical abilities.

Practitioners and researchers alike have called for the use of "real” data in children's graphical experiences. We agree that this
is necessary, but believe that it is not sufficient. Whilst the results of the Falling Ball activity were better than expected with
respect to graphical literacy, it must be remembered that this activity was the last of several, where graphs had initially been
concretized (with paper streamers) and care had been taken to develop children's use of these graphs as devices for explaining
their observations. Simply using the Falling Ball activity alone, we believe, would not have been as productive.

It is inevitable that graphs will continue to be used in everyday life for a wide variety of reasons such as to provide a reason for
action, prove a point, explain an issue, describe a situation or justify a decision. If we expect children to develop high levels of
graphical literacy at school, curriculum experiences must be designed so that they include opportunities for children to develop
an understanding of different types of data, different graphical “types”, and the interpretive possibilities of each.

References

Adams, R. J., Doig, B. A. & Rosier, M. (1992). The Victorian science achievement study: 1990 . Hawthorn:
The Australian Council for Educational Research.

Chazan, D. & Bethell, S. (1994). Sketching graphs of an independent and a dependent quantity: Difficulties in
learning to make stylized, conventional "pictures". In J. P. da Ponte and J. F. Matos (Eds). Proceedings of the
Eighteenth  International Conference for the Psychology of Mathematics Education (vol. 1, pp.
176-184). Lisbon, Portugal: University of Lisbon.

Curcio, F. R. (1987). Comprehension of mathematical relationships expressed in graphs. Journal for Research
in Mathematics Education, 18 (5), 382-393.

Curcio, F. R. (1989). Developing graph comprehension: Elementary and middle school activities . Reston,
Virginia: The National Council of Teachers of Mathematics.

Curriculum Corporation. (1994a). Mathematics - A curriculum profile for Australian schools . Carlton:
Author.

Curriculum Corporation. (1994b). Science - A curriculum profile for Australian schools . Carlton: Author.

Doig, B., Groves, S. & Williams, J. (1996, July). Mathematisation: Support or hindrance in young children's
science.  Paper presented at the Eighth International Congress on Mathematical Education (ICME-8), Seville, Spain.

Doig, B., Groves, S. & Williams, J. (1997). Mathematical modelling and children's development of science concepts. In
S.K. Houston, W. Blum, I. Huntley & N.T. Neill (Eds), Teaching and learning mathematical modelling (pp.
243-253). Chichester, West Sussex: Albion Publishing.

\)‘ http://www.aare.edu.au/99pap/gro99317.htm

ERIC

! O



.. s

E

¥ p9-JUL-2091 14:54 FROM ACER TO %x11530@1516142520263 P.B2/04

oA .
U.S. Department of Education
Office of Educational Research and Improvement (OERI) Enlc
National Library of Education (NLE)
Educational Resources Information Center (ERIC)

REPRODUCTION RELEASE

(Specific Document)

1. DOCUMENT IDENTIFICATION:

Title:'?o-‘(-\w.,ﬁ W\m"“' \g.:_{v\\_b& ‘aa.l(s : Wa&mq vaer prﬁ{‘n—f"
ot Bmv Gf‘w‘\*‘ :

Author(s): DO‘CY % $C:?.D\E§ S‘

Corporate Source: 4& st d’&—ﬂ-/b 7495 OC( at76 A ]@Y- Publication Date:

RRZEPReel N EDuCATTonN YA R

Q

ERIC | (stiala. 324

Il. REPRODUCTION RELEASE:

In order to disseminate as widely as possible timely and significant materials of interest to the educational community, documents announced in the monthly
abstract joumnal of the ERIC system, Resources in Education (RIE), are usually made available 10 users in microfiche, reproduced paper copy, and electronic
media, and sold through the ERIC Document Reproduction Service (EDRS). Creditis given to the source of each document, and, if reproduction release is
granted, one of the following notices is affixed 10 the document.

It parmisslon Is granted to reproduce and disseminate the identified document, please CHECK ONE of the following three optlons and sign at the bottom
of the page.

The sample sticker shown balow will be The sample stickar shown balow will be The sample aticker shown below will ba
fixad to all Lovel 1 d / . atfixed to afl Level 24 documants atixed to all Lave! 2B documenta
PERMISSION TO REPRODUCE AND
DISSEMINATE THIS MATERIAL IN PERMISSION TO REPRODUCE AND
MICROFICHE, AND IN ELECTRONIC MEDIA DISSEMINATE THIS MATERIAL IN
FOR ERIC COLLECTION SUBSCRIBERS ONLY, MICROFICHE ONLY HAS BEEN GRANTED BY
HAS BEEN GRANTED BY
e
TO THE EDUCATH L HESOURCES TO THE EDUCATIONAL RESOURCES TO THE EDUCATIONAL RESOURCES
INFORMATAON.ZENTER (ERIC) INFORMATION CENTER (ERIC) INFORMATION CENTER (ERIC)
1 2A 2B
Level 1 Level 2A Level 2B
x X x
Check here for Level 1 release, panmitting reproduction Check here !or Lavel 2A release, permitiing reprodustion Check here for Level 28 relassa, parhitting reproduction
and dissemination in microfiche or other ERIC archival and di on in fiche and in o} media o and dissemination in microfiche only
modia (0.9.. oloctranic) and paper copy. ERlc ard'uval coltnetion subscribers only
O will he p d a8 indicated provided reproduction quality parmi
# pamigsion to raprodike i8 grentad, but no box is chocked, d te will be p al Lovel 1.

1 hereby grant to the Educational Resources Information Center (ERIC) nonexciusive permission to reproduce and disseminate this document
as indicated above. Baproduction from the ERIC microfiche or electronic media by persons other than ERIC employses and its System contractors
requires parmissigH from tha copyright holder. Exception is made for non-profit reproduction by llbraries and other service agencles to satisfy|

information ngéds of educaio in\rasponsa to discrete /nqumes
Sign | Sisnature: \;/f_L/OV Printed Name/Position/Title:
AN DO ‘C’(

here, Rl

please | Ovnztonawress ) 5G5S i 1 B3 Irsse?
A’( % : é@l 54 s *d;'e@ ace(.edl®%.. 7/7,//




| E-mailbeekramri@as
<IFAX: 614-292-0263

)

' p9-JuUL-2081 14:55 FROM ACER TO *11538991516142928263 P.83/04

lil. DOCUMENT AVAILABILITY INFORMATION (FROM NON-ERIC SOURCE):

If permission to reproduce is not granted to ERIC,/(, if you wish ERIC to ¢ite the availability of the document from another source, please
provide the following information regarding the availability of the document. (ERIC will not announce a document unless it is publicly
available, and a dependable source can be specified. Contributors should also be aware that ERIC selection criteria are significantly more
stringent for documents that cannot be made available through EDRS.)

. ~ i . — el «
Publisher/Distributor: /4‘(/) ;/_{W /%5/{;062&&")407\- 74( / K’SZK/C’ A i .

/-'”‘—"A‘l’:/.‘/f/?ﬂm -

hitp: //www( aaye . e A . M/47f;9/3roc7‘/’3/7.h

Address;

fm

Price: ﬁ%

7/

IV.REFERRAL OF ERIC TO COPYRIGHT/REPRODUCTION RIGHTS HOLDER:

If the right to grant this reproduction release is held by someone other than the addressee, please provide the appropriate name and
address:

-

Name: /

Address: /

V.WHERE TO SEND THIS FORM:

Send this form to the following ERIC Clearinghouse:

ERIC/CSMEE
1929 Kenny Road
Columbus, OH 43210-1080

E- - u.edu




£

L . L
Monday, May 21, 2001 Putting meaning behind bars; Page: 8

Doig, B., Piper, K., Mellor, S. & Masters, G. (1994). Conceptual understanding in social education. Camberwell:
The Australian Council for Educational Research.

Duggan, S., Johnson, P. & Gott, R. (1996). A critical point in investigative work: Defining the variables. Journal of
Research in Science Teaching , 33 (5), 461-474.

Kerslake, D. (1981). Graphs. In K. M. Hart (Ed.). Children's understanding of mathematics: 11-16  (pp.
120-136). London: John Murray.

Lindquist, M., Luquire, J., Gardner, A. & Shekaramiz, S. (1992). Making sense of data. Addenda Series,
Grades K-6. Reston, Virginia: National Council of Teachers of Mathematics.

Nuffield Mathematics Project. (1967). Pictorial representation . Edinburgh: W & R Chambers.

Pereira-Mendoza, L., Watson, J. & Morits, J. (1995). What's in a graph? In A. Richards (Ed.). FLAIR: Forging links
and integrating resources. Proceedings of the 15th Biennial Conference of the Australian
Association of Mathematics Teachers (pp. 301-307). Darwin, NT: Australian Association of Mathematics
Teachers.

Swatton, P. & Taylor, R. M. (1994). Pupil performance in graphical tasks and its relationship to the ability to handle
variables. British Educational Research Journal, 20 (2), 227-243.

\‘1 pith .aare.edu.au/99paplg 317.htm

ERIC

Aruitoxt provided by Eic:



