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Welcome
From Tod Shockey and Daniel Orey
Welcome to the second newsletter of North American Study Group on
Ethnomathematics. Ethnomathematics continues to make huge strides. The 2004 National
Council of Supervisors of Mathematics has included an Ethnomathematics Strand. In this
issue we have the abstracts of the presenters with the hope that you will attend as many
sessions as you are able. Ethnomathematics is once again represented at the upcoming
International Congress on Mathematical Education through Discussion Group 15. In the
next newsletter we hope to highlight the upcoming presentations at the 2004 National
Council of Teachers of Mathematics Annual Meeting.
As always, the success of this newsletter relies on your contributions. Please let Daniel or
Tod know what you are doing. Share your insights into your teaching, your research,
your student’s research, or graduate work you direct under the tenets of
ethnomathematics.
Thanks!
Tod Shockey, Ph.D.
Department of Mathematics & Statistics
University of Maine
Orono, ME 04469-5752
shockey@math.umaine.edu

Daniel Orey, Ph.D.
Mathematics & Multicultural Education
College of Education
California State University-Sacramento
6000 J Street
Sacramento, CA 95819-6079
orey@csus.edu
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Working Title: The Ethnomathematics of Vietnamese Algorithms
Daniel C. Orey & Kieu T. Nguyen
California State University, Sacramento
This paper represents the second in an ongoing series of research findings related to the
Algorithm Collection Project at California State University, Sacramento. It is the goal of this
paper to outline the mathematics education of children from Vietnam. As well, we outline what
we have found as a unique difference in the instruction in mathematics that allows many
Vietnamese, and Vietnamese-American students to be successful in math as compared to their
non-Vietnamese peers. This discussion briefly reviews the educational system in Vietnam and
offers a contrast in the way mathematics is approached in Vietnam and in California. Included as
well, in this work is an outline of algorithms that are used by recently arrived Vietnamese
immigrants.

Historical Background

Many foreign countries have influenced the Vietnamese educational system, with the
Chinese and the French making the greatest impact of all in the shaping of the current academic
structure in Vietnam. Initially, Vietnam adapted a model rooted in the Chinese schooling based
on Confucian philosophy, emphasizing educational attainments and ritual performance. During
the time as colonizers of French Indochina, which included current Vietnam, the French laid a
foundation for the current structure of the Vietnamese education system by developing a system
from preschool education to higher education common to France and other former French
colonies.

At this time elementary schools consisted of only one or two grades of primary

education. Whereas, the Chinese were selective in who was educated, it was during this period
the overall system expanded to allow a broader range of the population to attend school.

The Vietnamese educational system of the French Indochinese colonial era ended when
North Vietnam became an independent nation in 1954. Nevertheless, the French influence in the
current Vietnamese school system is still evident. In what was once called North Vietnam, there
were two educational systems: the old one, which is similar to the French twelve year system,
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and the new one consisting of a nine year system (Sloper & Can, 1995). Prior to the end of the
Vietnam War, South Vietnam was controlled by the Saigon regime where the education system
remained the same as the French system. After the war, and in order to effectively unify both the
North and South, the two school systems were merged and became a new ten-year system. In
1975, a twelve-year education system was put into place due to a major educational reform, and
all children began school at the age of six. The structure of the educational system in Vietnam
today can be summarized as follows (Do, 2003):

Age
22 +
21 +
20 +
19 +
18 +
17 +
16 +
15 +
14 +
13 +
12 +
11 +
10 +
9+
8+
7+
6+
5+

Year/Grade

Colleges, Universities

12
11
10
9
8
7
6
5
4
3
2
1

Primary school:

Junior secondary schools:

Senior Secondary School

Junior Secondary School

Primary School

‘Young Shoot’ education

Children from 6 years of age are admitted to this level and their age is
calculated according to the year of birth. Grade 1 is the first grade of
primary education, which includes grades 1 – 5.
Children from the age of 11, consists of three years (grades 6 – 9).

Senior secondary schools:
Children from the age of 15 and consists of three grades (grades
10-12).
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Higher education:

(college, universities and postgraduate education): Course of study is
3 years for college, 4 to 6 years for universities. To receive a MA
degree, an individual needs to have graduated from a university; the
study is 2 years. For a Doctoral degree, the study is 3 – 4 years or
more.

The universalization of primary education in Vietnam was a major policy of the
Vietnamese State throughout the past 50 years. However, it was in 1989, that the Vietnamese
government publicized the law on the universalization of primary education which emphasized
the state’s commitment to a required and free primary education for all children in the country.
In this plan, there are two main types of schools:

(1) state schools organized by the state (98 % of the pupils attend these schools) and
(2) private schools which are organized and managed by individuals (Do, 2003). In both systems,
students are given instruction under a strict environment.

Both Do (2003) and Phung (2003) have described that in Vietnam, the majority of teachers
use a very rigid or standardized teaching style as compared to that common in the United States.
Concepts are taught first, followed by a great deal of practice with less emphasis on context. The
teacher spends 99% of class time using highly structured lessons used to complete daily
objectives. Often learning is accomplished through the use of homework.
In the primary classroom, students are seated in rows. Typically the mathematics lesson
time consists of 90% of whole class teaching when the teacher places emphasis on the explanation
of illustrated methods to the whole class; 8% is devoted to individual work and 2% to group
work (Do, 2003). During each math lesson, pupils take turns at working at the board in front of
the entire class. Students’ mistakes are usually dealt with individually. Basic operations like
addition and multiplication facts are learned by heart. Students are required to solve basic
6

algorithms through the use of mental math strategies which we will attempt to explain later in
this discussion.

Assessment
Students in Vietnam must pass a comprehensive examination prior to entering junior
secondary, senior secondary and university. In addition, at the end of each grade level the
students are administers end of the year tests and must score at least 70 percent to move to the
next grade. The first major exam is at the end of primary school, which is year three (age 9). It is
a comprehensive test that covers the first three years of schooling in the subjects of mathematics
and Vietnamese. The next exam comes at the end of year five when students are in grade 9. This
examination covers six subjects, and is concerned with the mastery of material from grades 6 to 9.
When students complete grade 12, they take a required comprehensive examination including all
materials covered in grades 10 to12. Once students pass this test, they are granted a “Certificate
of Lower Secondary School”. This is equivalent to a high school diploma in the United States. If
students wish to pursue higher education, then they must take either a National Examination to
attend college or the Entrance Examination for the National University of Hanoi. Both tests are
usually taken by the age of 18.
Vietnamese immigrants tell us that it appears that the content of the Vietnamese
Educational system is more rigorous than that found in the United States. Vietnamese schools do
not allow every student to pass and move on to the next grade level unless they can demonstrate
mastery of the material. The problem is that a great number of students drop-out before entering
high school. Those who live in rural areas are less likely to finish sixth grade because of poverty
and access to schools, despite the overwhelming aspect of Vietnamese culture which values those
who are educated.

Educated people are to be well-respected as they have proven to the
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population that they have demonstrated the ability to succeed and overcome an extensive and
rigorous schooling experience. Related to this is another important aspect of the Vietnamese
school system; students study extremely hard and are respectful of their teachers.
The factors that have been outlined above contribute toward success in Vietnamese
children in math (i.e. mental calculation, hard study, and the overwhelming value placed-on
education). It appears from our research, that the Vietnamese education system does not make it
possible for every student to be successful, only the “smart and quick” kids are able to take
advantage or overcoming the system. As for the poor, or those who need some form of extra
assistance, these students are left behind and drop out of school.

Calculation and Algorithms
The cultural aspects of schooling and language as described above indicate to us that the
process of learning mathematics in Vietnam is different from that found in the United States. We
would like to turn now to descriptions of the use of traditional Vietnamese algorithms.
In the United States, when working through an algorithm problem, one is taught to (and
the majority of people continue to) write out most every step of the procedure on paper. “Show
your work” is a common refrain in many classrooms in the United States, with the outcome of
showing your work continuing on throughout adult life in most extensive calculations made
without a calculator. However, solving basic math operations requires Vietnamese students to
rely upon mental calculation. Adults encourage students not to write every single number on the
paper, but to rely upon mental calculation instead.
Let us look at some of the examples of the process by which Vietnamese students solve
the basic algorithm of addition, subtraction, multiplication, and division compared to the method
commonly found in the United States.
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ADDITION:
Vietnamese’s Method

United States Method

a. 8+7+1=16
b. 2+4+1=7

287
+ 473
760

11
287
+ 473
760

The process of solving a multi-digit addition problem in Vietnam, as in the United States
starts out by adding the ones column. 7 added to 3 gives you 10. Then one puts a 0 in the ones
column underneath the line and it is not required to carry the one over the tens column, as in the
United States. Repeating this process in the 10’s column, one mentally adds 8 + 7 and then adds
the 1 that was carried over from the ones column, which gives 6. Finally move to the hundreds
column and again mentally add 2 + 4 plus 1 (carried over from the tens column) to get 7. Notice
that the carrying over is not written down. Students are taught to remember that a number was
carried over to the next column and was added in when calculating the other numbers mentally.

SUBTRACTION:
Vietnamese’s Method

United States’ Method

a. 17 – 9 =8
b. 12 – 9 =3
c. 4 – 2 = 2
3 11
427
-1 8 9
238

427
- 189
238
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In using the Vietnamese method, one starts in the one’s column and begins by
subtracting 9 from 7. But 7 is not big enough, so one borrows ten from the 2 on the tens column
which will then give 17. Now “mentally take away” 9 from 17 to obtain 8. Then add 1 back to
the 8 on the tens column to get 9 and mentally subtract 9 from 2. Again 2 is too small to subtract
9 so borrow another ten from the hundreds column. You now have 12 minus 9 to get 3. Now,
move to the hundreds column and return 1 to the 1 in the hundreds column to get 2. Then
mentally subtract 2 from 4 and get 2. Your final answer is 238. The differences between the
Vietnamese method and the method as traditionally taught in the United States of doing
subtraction seems to be that Vietnamese calculation borrows from the ten from the top number
but returns 1 back to the bottom number. In the U.S., borrowing is undertaken and returned only
at the top. Vietnamese subtraction does not pencil-in what they borrow nor make a cross mark to
indicate a number that has been borrowed because those steps are done mentally.

MULTIPLICATION
Vietnamese’s Method

United States’ Method

a. 7 x 2 + 2 = 16
b. 7 x 1 + 1 = 8

12
123
x
7
861

123
x
7
861

The Vietnamese process of multiplying is similar to that of addition and subtraction
discussed above as students are still required to do mental math. Begin by multiplying 3 and 7 to
get 21 then put the 1 under the line, but do not write the 2 over the 2 on the tens column (don’t
carry the 2 over). Next, multiply 2 and 7 in your head and add 2 that you mentally carried-over
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from the previous calculation to get 16. Write the number 6 in the tens column underneath the
line and disregard writing the 1 that needs to be carried over. Then you multiply 7 and 1 then
add 1 in your head to get 8. In this method the only number written is the answer and you don’t
write the numbers that are carried over to the next column. Finally, to make sure the answer is
correct, Vietnamese mathematics involves an interesting checking algorithm for correctness.

123
x 7
861

(a)
(b)
(d)

(a) 6
(d)

6

(c) 6

(b) 7
1. Start by drawing an X.
2. Locate (a) in the multiplication problems, which is the top number and add all three digits,
which are 1, 2, and 3 to get 6. Write that number in the space that is labeled (a) in the X.
3. Then add up all the digits indicated by the (b) which is only one digit the number 7. Write that
number on the bottom of the X labeled (b).
4. Now multiple the numbers in the space of (a) and (b) in the X, which is 6 and 7 to get 42. Then
add the product of (a) and (b) which is 4 + 2 = 6. Write the number 6 in the X labeled (c).
5. Finally, you want to add all the digits of the answer labeled (d) from the problem above,
which are 8, 6, 1 and you, get 15. Then add the 2 digits of your sum that is 1 +5 =6. Write the
6 in the space labeled (d) in X.
6. If the numbers from (c) and (d) are the same then the answer you got from the original
problem is correct. In this case (c) = 6; and (d) = 6, the two answers match.
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DIVISION:

U.S. method

Vietnamese method

a. 2 – 2 = 0
b. 4 – 4 = 0

24 2
04 12
0

1 2
2 24
-2
04
- 4
0

In Vietnamese, the division bar is drawn differently from that used in the United States.
The Vietnamese adopted this symbol from the French where the bar is upside down and
backwards as compared to the standard U.S. algorithm. The process of division starts out by
having the students think to themselves how many times 2 (divisor) goes into 2 of the number 24
(dividend).

The answer is 1, so you write the number on the right side of the problem

underneath the line where the divisor 2 is located. Then again think to yourself 2 minus 2 is 0 so
you put the 0 under the 2 of the number 24. Next move over to the 4 and think to yourself “how
many times does 2 go into 4?” which is 2. Write the 2 next to the 1 under the line. Again think 4
– 4 is 0 and you put the 0 under the 4 of the number 24. Your answer is 12, which is written on
the bottom of the divisor.

Checking your answer

(c)

24 2
12

(a)
(b)

(a) 2
(c ) 6

(d) 6
(b) 3

12

1.

As in multiplication, draw a big X.

2.

Write the number indicated by (a) from the division problem to the space labeled (a) in the X
which is 2.

3.

Add up the two digits of the quotient, which is 12 (1 + 2) to get 3. Write this number in the
space labeled (b) in the X.

4.

Add the two digits 24 (dividend) together which is labeled (c), so you get 2 + 4 = 6. Write 6 in
the space labeled (c) in the X.

5.

You multiply the number from (a) and (b) which is 2 and 3 to get 6. Place the number 6 in the
space labeled (d) in the X.

6.

If the number from (c) and (d) are the same then the answer is correct.

Conclusion
Ms. Nguyen, a Vietnamese-American, and co-author grew up in the United States and
has said “unfortunately my parents did not educate me about Vietnamese educational practices
that they experienced.” Prior to this investigation her personal conceptions about Vietnam were
negative, and she pictured the country as one that did not put a very high value on education. In
her mind, many people of Vietnamese heritage could not advance very far (including her
parents) in Vietnam. From them, she heard numerous anecdotal stories about people in Vietnam
who often quit school because they could not afford the fees, and whose parents needed their
children to help at home. But this was only the case as demonstrated by poor village residents
when her parents were still in Vietnam, twenty or more years ago.
What we found is that now there is an increased value on education both here in the
United States amongst Vietnamese-Americans and in Vietnam. Education appears to be valued
even more than before (by people of Vietnamese heritage living in both California and in
Vietnam), and poor children are able to complete high school in ever growing numbers in
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Vietnam (Phung, 2003). From a review the limited literature, and interviewing recently arrived
immigrants about Vietnamese education, we learned that an increasing number of people are
attending school in Vietnam and are now able to go on to university. We also found that there
are numerous colleges and universities being constructed in Vietnam for specific professions and
trades.
As an American of Vietnamese background educated in the United States, Ms. Nguyen
was just as fascinated as Professors Orey and Professor Phung to learn about and share the
different approaches people in Vietnam and the United States use to solve addition, subtraction,
multiplication, and addition problems. She stated, “I am so used to the American way that when
I tried solving it (the Vietnamese method) myself I sometimes got confused, especially with the
division procedure. I feel very fortunate to learn a new way to approach basic algorithms.” Ms.
Nguyen learned to value education very early in her life from her parents. As she has said, her
“mother and father came to United States to better their lives and build a brighter future for their
children.” Through her years of schooling she had her parents’ support and they supported her
and encouraged her to do her best. She stated, “I think Asian children do well in school because
they are hard working and have the persistence to keep trying and to not give up easily.”
Through a study of the basic algorithms and procedures as used in Vietnam, we have
come to realize that the emphasis of mathematics is on the construction of a strong repertoire of
mental mathematics. By calculating mentally, Vietnamese students are as both Nguyen and
Phung have described as “exercising their brains”. This type of instruction encourages students
to use and rely upon their own memory (internal resources) and allows students to fully
understand how to calculate basic algorithms.

Children in Vietnam are taught two-digit

multiplication as early as second grade whereas children in the United States learn multiplication
more than a year later, around third grade. Another factor that may contribute to the ability to
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develop “rigorous” mathematics in Vietnam, is that students are expected to retain all concepts
learned from grade one and on, in preparation for comprehensive examinations which allow
students to move to the next grade.
The Algorithm Collection Projecti by using an ethnomathematics-based pedagogy is
interested in studying the observable linkages between how particular algorithms are used, what
and how many languages are spoken, and the internalization for the mathematics used by an
individual.
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MATHEMATICS ACROSS CULTURES
Rick Silverman, FLSilver@aol.com
Wirtz and Kahn (1982) wrote that if young children have frequent experiences in which they
know that they are encountering mathematics, then mathematics never has a chance to become
disconnected from their lives. When children play, set tables, make castles in sand piles, erect
structures with blocks, check the quantity of their Halloween bounty, and the like, they encounter
mathematics in their realms. If teachers want mathematics encounters for children to resonate
with the their voices and perspectives, then using such events opportunistically in school is a way
of bridging the dominions of school math and everyday math. I have found that knowledge of
Alan J. Bishop’s categories in which mathematics arises across cultures aids in implementing this
process of identifying mathematics in children’s live. Below is a brief summary of Bishop’s
work in this regard.
Alan. J. Bishop (1991) asserts that mathematics occurs across cultures in six aspects of human
activity. No human culture has ever been without mathematics. Granted, the abstraction and the
symbolic characteristics that we commonly associate with the discipline we know as mathematics
have not appeared in every culture. Rather, the mathematics that occurs is frequently of an
informal nature and part of the indigenous knowledge of people. The six categories that Bishop
identified in which mathematics, or mathematical activity, occurs are counting, measuring,
locating, designing, playing, and explaining. I usually include building along with designing.
COUNTING: From very early times people have needed a way to keep a record of their
possessions. Folklore tells of one-to-one correspondence emerging from shepherds' matching
stones to each of their sheep. Counting emerged from one-to-one correspondence, the ordered
number names being in precise correspondence with objects of the count. The most elemental
counting is probably "one," "two," "many." Children usually learn basic number names before
starting school. Counting requires assigning exactly one distinct number name to every object.
MEASURING: This category is the one that deals with comparisons according to one or more
attributes. Developmentally, measurement begins with comparison between two objects and then
extends to many objects. Learners' understanding of units of measure begins with the informal
and personal and later encompasses standard units. Common measured attributes are length, area,
volume, weight, temperature, speed, and duration.
LOCATING: Finding and knowing one's position in space is essential for directed movement
from one place to another. This category includes notions of forward and backward, the
directions of the compass, left and right orientation, routes from place to place, and points of
reference, absolute or relative.
DESIGNING AND BUILDING: Though Bishop mentions designing, building is such a natural
culmination to the design process, that I always include it. The built environment is abundant
with striking shapes of roofs, tall and low buildings, objects whose shapes are worth exploring for
strength, and fences and other enclosures. Plenty of construction toys are available, among which
are blocks, Erector Sets, Lego, Tinker Toys, and Lincoln Logs. In their informal play, children
can make structures that enable them to learn that triangles usually add strength to something they
have built. They learn that tall structures require special work for reinforcement and balance.
They also can explore patterns that arise from combining various shapes, as we see in striking
woven garments, objects of art or utility, and decorations of all sorts.
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PLAYING: Playing suggests having fun, messing around, and exploring informally. People in
all cultures play games, develop and pursue puzzles, pose riddles, and the like. Such activities
have sets of rules, guidelines, or parameters which the players must observe. Many games use a
geometric field, such as a diamond, rectangle, or set of adjacent squares, often with subdivisions
of some kind. Some games are interesting from a mathematical point of view, such as tic-tac-toe,
nim, chess, Yahtzee, poker, cribbage, versions of solitaire, and games of chance. These days,
computer programs offer a variety of games. Whatever type, many are susceptible to
mathematical analysis and challenge the players to use strategic thinking, prediction, and
anticipation of opponents’ moves. Finally, and powerfully, some people see mathematics itself as
a game that requires following rules and formulating strategies to reach conclusions.
EXPLAINING: Informally or formally, sensemaking depends on organizing and interpreting
data. Graphs, diagrams, charts, and tables appear with narrative to aid understanding of patterns
of all sorts, from television viewing habits, fast food restaurant preferences, to deciding whether
the earth’s temperature is increasing. We often represent changes in variables compactly, such as
Distance = Rate x Time. We use symbols in equations and state steps in algorithms for carrying
out computations. Some explanations appear as logical, often formal and abstract, commentaries,
as in mathematical proofs. Others may be informal, such as giving someone directions for getting
from one place to another. Whatever the case, mathematical notions commonly arise in
explanations people share with one another.
These six categories underscore that mathematics infuses peoples' lives, including, most
importantly for educators, children’s lives. If teachers want their students to derive personal
relevance from learning mathematics in school, then capitalizing on these six areas will promote
mathematics lessons that youngsters are more likely to connect with the experiences they have in
everyday life. Teachers and teacher candidates who have familiarity with these categories find
them useful for evoking awareness of the mathematics in their own lives.
REFERENCES
Bishop, Alan. J. (1991). Mathematical Enculturation. Dordrecht: Kluwer Academic Publishers.
Wirtz, Robert W., and Kahn, Emily. (1982). Another look at applications in elementary school
mathematics. Arithmetic Teacher, 30 (1), 21 – 25.
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Claudia Zaslavsky; 45 Fairview Ave, #13-I; New York, NY 10040-2742
czaslav@msn.com; tel (212)569-4115
Mathematics Across Cultures: The History of Non-Western Mathematics. Helaine Selin,
ed., Ubiritan D’Ambrosio, advisory editor. Dordrecht, The Netherlands: Kluwer
Academic Publishers, 512 pp.
Hardbound (2000), ISBN 0-7923-6481-3; EUR 195.50, USD $215.00, GBP 135.00.
Paperback (2001, print on demand): ISBN 1-4020-0260-2; EUR 63.00, USD $69.00,
GBP 43.00.
Some years ago I received a request to write a short article about African
mathematics for a forthcoming encyclopedia of the history of non-Western science. I
referred the caller, Helaine Selin, to Paulus Gerdes. The article he wrote appeared in
Selin’s edited volume, Encyclopedia of the History of Science, Technology, and Medicine
in Non-Western Cultures (Kluwer, 1997). Since the publication of the encyclopedia, Selin
has edited four volumes in the series, Science Across Cultures: The History of NonWestern Science, dealing with astronomy (published in 2000), mathematics (2000),
medicine (2003), and nature (2003). The aim of Mathematics Across Cultures is “to add
depth to the articles that, as encyclopedia articles must, covered the subjects as broadly as
possible” (page xviii).
Until recently, histories of mathematics ignored the mathematics of non-European
cultures. As Selin writes: “This neglect grew from the colonial mentality, which ignored
or devalued the contributions of the colonized peoples as part of the rationale for
subjugation and dominance” (page xvii). This volume goes far to dispel these colonial
attitudes.
The book is divided into two parts. In the first section are essays presenting an
overview of aspects of non-Western mathematics: Leigh Wood’s discussion of the
connection between mathematics and culture, ethnomathematics in different societies by
Ron Eglash, Edwin Van Kley on the movement of technology and science from East to
West over the centuries, David Turnbull’s essay on “Rationality and the Disunity of the
Sciences,” and Helen Verran on logics and mathematics. The section concludes with
D’Ambrosio’s exposure of the role of colonialism in disparaging non-Western
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achievements in mathematics, and his proposal for a new way of looking at such
knowledge.
The second part of the book gives a remarkable amount of coverage in just a few
pages to the main culture areas, beginning with ancient Iraq (Mesopotamia) about 6000
BCE, and including the mathematics of ancient Egypt, the Islamic world, and Hebrew
society. The indigenous societies of Americas are represented by the Inca of South
America, the Maya and other groups in Mesoamerica, and the Sioux (Lakota) in North
America. Following these are essays on the Pacific Islands and Australia, Central and
Southern Africa, and the Yoruba of Nigeria. Lastly, we read about Asian mathematics as
represented by China, ancient India, Japan, and Korea.
Of course, no brief essay can encompass all, or even many, of the developments
in mathematics of any culture, let alone those of such long-lived societies as China and
India. Both the Islamic and the Japanese contributions feature, among other topics, the
construction of magic squares and their associations with the respective cultures. The
Korean essay includes a section about tangrams, while the essay on Chinese mathematics
is devoted to a description of their mathematical astronomy and their calendar.
James Ritter begins his essay on Egyptian mathematics by deploring the scarcity
of written texts. His discussion is confined mainly to the arithmetic of the Rhind
(Ahmose or Ahmes) mathematical papyrus. He believes that this text, designed for the
education of young scribes, as well as the few others that have been discovered, “show a
sophisticated, pedagogic approach to the question of the organization and transmission of
mathematical knowledge” (page 120). Later he comments: “If Egyptian mathematics is
viewed not as a poor simulacrum of our proof-oriented mathematics but on its own
ground, it will be seen to be a rational and practical response to the needs of Egyptian
society” (page 132). A surprising note was his comment that “the eye of Horus had
nothing to do with the origins of the original hieratic signs” (page 117). How many
lessons have I, and other instructors, taught and written about these “Eye of Horus”
symbols! Although Ritter states that in third millennium writing “the Egyptians used an
additive system of notation, in which a unit was repeated as many times as necessary to
express the value desired” (page 116), he fails to discuss the ground-breaking innovation,
called cipherization by Carl Boyer, that underlay the hieratic numerals used in the Rhind
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papyrus, and its influence on the later Greek system of alphabetic numerals (see
Zaslavsky: “The Influence of Ancient Egypt on Greek and Other Numeration Systems” in
Mathematics Teaching in the Middle School (November 2003): pp 174-178, and Stephen
Chrisomalis: “The Egyptian Origin of the Greek Alphabetic Numerals” in Antiquity
(September 2003)).
Of the many societies in Native North America, only one major group is
represented. Daniel Orey, in “The Ethnomathematics of the Sioux Tipi and Cone,”
emphasizes the importance of the circle in the culture of the Sioux (Lakota) and other
peoples of the Plains—“the unity of all things was expressed in the circle” (page 240).
One can follow the many illustrations and the mathematics of the construction to build a
tipi of one’s own! It is inspiring to read, with reference to this society: “Almost everyone
dwelt together with a sense of participation and lived with that same sense of being
worthy members of their communities” (page 250).
Profuse illustrations enliven several other essays, notably “Mesoamerican
Mathematics” by Michael P. Closs, Walter S. Sizer’s “Traditional Mathematics in Pacific
Cultures,” and “On Mathematical Ideas in Cultural Traditions of Central and Southern
Africa” by Paulus Gerdes. Gerdes begins by laying out early evidence for mathematical
activities, and then goes on to discuss recent and current examples of geometrical
exploration, often connected to artistic activity. Pages of illustrations follow—woven
mats and baskets, symmetrical patterns in wall painting, network designs called sona, and
much more. Gerdes concludes with the statement: “Frequently, women played a leading
role in Central and Southern Africa in inventing and developing mathematical ideas and
expressions” (page 340).
In my book Africa Counts: Number and Pattern in African Culture (1973, 1999),
I discuss at some length the numeration system of the Yoruba people of southwest
Nigeria and quote several European and American authors on the subject. The system is
remarkable in that it relies on grouping by twenties, with subsidiary bases of five and ten,
and employs subtraction as well as addition to form number words. The title of Helen
Verran’s essay, “Accounting Mathematics in West Africa: Some Stories of Yoruba
Number,” attracted my interest. A philosopher of science, Verran, too, consulted several
authors, and had additional experience as an educator of Yoruba teachers. In nine pages
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of tiny print, she discusses the structure of the Yoruba system and the philosophy behind
it. She lists all the number words from one to eighty, and many additional numbers up to
two thousand, and shows their construction. Then comes a lengthy discussion of the
contrasting explication of numbers by Von Neumann versus Zermelo, with references to
set theory, and the conclusion that English and Yoruba numeration are philosophically
different from each other. I struggled with sentences such as: “In use, [Yoruba numbers]
are modes of modes, further material arrangements of arranged presentations” (page
355). Following the nine pages of fine print, Verran states that fifteen years later she is
“quite dissatisfied with the presentation” and concludes that “mathematically, Yoruba
quantification and modern Indo-European derived quantification were the same” (page
356). Both are based on one-to-one correspondence with parts of the body—fingers, toes,
hands. So why impose all those pages on the reader, when space in the book is at a
premium? Later in the essay she redeems herself by exposing the colonial mentality of
earlier authors in labeling the Yoruba system as “primitive.”
I recommend the book to anyone interested in the mathematics of various
societies, especially to teachers at many levels. The extensive bibliography in each article
can lead to further exploration of the topic and furnish a basis for student research.
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Survey on
PREVAILING CLASSROOM CULTURE FOR SCHOOL
MATHEMATICS
Rick Silverman
Back in 1987, the following passage, which appears below, stood out to me boldly while I was
reading Alan Schoenfeld’s Cognitive Science and Mathematics Education. Over the years, I have
shared the passage with numerous audiences of mathematics educators, school teachers, and with
graduate and undergraduate students. I have continued to be struck by the consistent resonance it
seems to have had throughout that time with members of those groups. Recently, I shared the
quotation with those attending a session I presented at the Northeastern Regional NCTM
Conference in Boston in November. As usual, attendees signaled that it seems to be a reasonably
accurate thumbnail description of the general pattern of teaching and learning mathematics in
schools in the United States.
I didn’t gather any data from those attendees, and I began to wonder what mathematics educators
would write down as a reaction to these words by Schoenfeld. After all, the state of mathematics
education in the US today is seemingly complex. NCTM has published four standards documents
since 1989, a number of reform curriculum development initiatives have published materials that
are in use in various schools around the country, apparently lackluster performances of US
students on international mathematics tests have captured attention in US public, policy, and
professional circles, and assessment of student performance in mathematics is a statutory
requirement in many states. The assessment movement and the tests it has spawned have
generated controversy over the extent to which the testing facilitates or disrupts student learning
of mathematics.
To explore this matter, I have turned to you, mathematics educators in the readership of the
Newsletter of the North American Study Group on Ethnomathematics, for reflections and
comments on Schoenfeld’s observation. If you would like to participate in this inquiry, please
send your response to me by email or by surface mail:
Fredrick L. “Rick” Silverman
Department of Elementary Education
Campus Box 107
University of Northern Colorado
Greeley, CO 80639
flsilver@aol.com
If you don’t mind doing so, please give your name, contact information (phone, surface mail
address, and email), position you hold, a statement about your experience as a mathematics
educator, your assessment of Schoenfeld’s words, and ways in which ethnomathematics might
have influenced your perspective.
Thank you very much, Rick Silverman
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Comments by Alan H. Schoenfeld on
PREVAILING CLASSROOM CULTURE FOR SCHOOL
MATHEMATICS
(Schoenfeld, Alan H. (1987). Cognitive Science and Mathematics Education, Lawrence
Erlbaum Associates, p. 27.)
Suppose that during your entire academic career, every mathematics problem that you were asked
was in fact a straightforward exercise designed to test your mastery of a small piece of subject
matter. You were expected to solve such problems in just a few minutes: If you did not, it meant
that you had not understood the material and the material should be explained to you again.
Suppose in addition that this scheme was reinforced in class: Problems were expected to be
solved rapidly, and teachers gave you the solution if you did not produce the answer quickly.
Having had that experience over and over again, you might eventually codify it as the following
(implicit) rule: When you understand the subject matter, any problem can be solved in 5 minutes
or less. The stronger form of this rule is even worse: If you fail to solve a problem in 5 minutes,
give up. Unfortunately, this story is not hypothetical: My research indicates that this belief and a
number of equally counterproductive beliefs about mathematics are all too common among our
students.

23

Culturally Situated Design Tools
Ron Eglash
Many cultural arts -- Native American beadwork, African American cornrow hairstyles,
and other practices ranging from graffiti to breakbeat music -- have underlying
mathematical concepts. Culturally-situated design tools allow students to create
simulations of these arts and artifacts, using software that shows how the underlying
mathematics works, and how they can develop their own creative designs using these
techniques. All software is available online at http://www.rpi.edu/~eglash/csdt.html
Our summer 03 workshop included participants from Hawaii, California, Nevada, Utah,
and New York. Of particular interest was Adriana Magallanes's work using the virtual
bead loom (VBL). She conducted two pre-algebra classes, one with the VBL and one
without. She found a statistically significant increase in test scores of students who had
used the VBL (see http://www.rpi.edu/~eglash/csdt/na/loom/classrm/overview.html for
more details). Other highlights included:
·video on Ute ethnomath by Jim Barta
·discussion of the VBL in art/math cross-curricula by Mimi Thomas
·presentation on Hawaiian kapa by Cathy Iwaoka
·demo of Rhythm Wheels by Mark Kamauff
·workshop on use of the Cornrow Curves software
·session on using Culturally Situated Design Tools to address state and national
standards
by Margaret Cintorino
·session on framing education in cultural contexts by Syb Jennings.
For more information contact:
==============================================================
Dr. Ron Eglash
email: eglash@rpi.edu
Associate Professor
Work#: 518-276-2048
Science and Technology Studies fax#: 518-276-2659
Sage Labs 5502
Rensselaer Polytechnic Institute,
110 8th St
Troy, NY 12180-3590
www.rpi.edu/~eglash/eglash.htm
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Have You Seen?
From Claudia Zaslavsky "The Influence of Ancient Egypt on Greek and Other Numeration
Systems," to be published in the NCTM journal Mathematics Teaching in the Middle Schools
(Nov. 2003), which covers the same ground as the BBC article? It includes activities for students
and tips for teachers, and is based on the article by Carl Boyer, "Fundamental Steps in the
Development of Numeration" (Isis, Vol. 35, 1944: pp 153-168).
From Claudia Zaslavsky "Magic Squares," to appear in the journal Connect 17(2), p. 10 -13.
From Claudia Zaslavsky I just received three copies of the Chinese edition of my book Number
Sense and Nonsense. The original English edition was published by Chicago Review Press in
2001. The age level is 8-12 years.
The Chinese edition was published in 2003 by Global Kids Books, a member of Commonwealth
Publishing Group, Taipei, Taiwan 104 R.O.C.. <www.bookzone.com.tw>, E-mail:
cwpc@cwgv.com.tw
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National Council of Supervisors of Mathematics
36th Annual NCSM Conference
Monday, April 19 - Wednesday, April 21, 2004
Philadelphia, Pennsylvania • Philadelphia Convention Center
“Philadelphia: A Tradition of Leadership”
For the 2004 NCSM Annual Meeting Ethnomathematics is an included strand. Please visit
the NCSM Site, http://www.ncsmonline.org/, for further information. Talks under the
Ethnomathematics Strand are:
Jim Barta - Many Native American/First Nations languages have no single word for
mathematics. Rather mathematics is described through the activities of daily living. Native
students may struggle in westernized educational programs because of cultural mismatches
occuring between the worldview(s) of the teacher and those of the
student/family/community/Nation. Aboriginal students hold vast potential that we must help them
realize as we create culturally inclusive instruction. Lessons must be framed in a familiar context,
namely those of lived experiences. This familiarity must encompass aspects of traditional
beliefs/values. Native Elders play a significant role in developing and guiding what and how
knowledge and wisdom is shared. Once this foundation is established we can build conceptual
bridges of understanding between indigenous cultures and traditions and contemporary society
and its modern demands. Our students should Discussion of the topic from the perspectives of the
audience will be highly encouraged.
Bill Collins - While I chose the strand of Ethnomathematics, the Access/Equity strand, the
Professional Development and Pre-Service strands are all involved here as well. When dealing
with the achievement gap, the need to motivate students from groups which have traditionally
been underrepresented in the math/science/technology is paramount. We can’t depend on the
excitement of algorithms to be the motivation for the underserved. Any teacher can spark his/her
classroom with interesting historical references, current and ancient games, connections with
science and social studies and connections with today’s world of work. Since these topics are not
usually explored in teacher education programs or in-service education offerings, it is the
responsibility of the supervisor or teacher-educator to fill that gap. The goals of the session are
twofold: 1. Participants will learn of ethnomathematics topics appropriate for pre-service and inservice teacher education and 2. Participants will get suggestions for situations and settings where
these topics may be presented. While the preponderance of topics will be in the K-8 range,
secondary or high school supervisors or teacher educators are welcome and should get some ideas
as well.

26

Thea Dunn - Recognizing that culturally based materials and instruction may play a role in
enhancing studentsí performance in math (Brenner, 1998), this session will focus on the process
and impact of using traditional Hmong textiles to explore the concepts of symmetry,
transformations, and tessellations in a field-based elementary mathematics methods course. The
culturally-based, inquiry-oriented materials and activities draw upon studentsí cultures and lived
experiences and are aligned with essential principles of multicultural education (CME, 2001) and
the NCTM Process and Content Standards (2000). In addition to supporting prospective teachersí
construction of mathematical understandings, the materials assisted them in developing culturally
specific mathematical knowledge, making connections between mathematics and culture, and
challenging their beliefs about ìwhat counts as mathematicsî (de Abreu, Bishop, and Pompeu,
1997). During their field experiences in ethnolinguistically diverse classrooms, the prospective
teachers incorporated the materials into their lesson plans, applied the cultural knowledge they
had acquired, and guided learners as they constructed their own cultural and mathematical
understandings. Examples from the study will be extended through discussion of how to connect
mathematical knowledge from the community to mathematical knowledge in the schools with
culturally based mathematics materials.
Irene Duranczyk - Using an experiential learning model, as developed by Kolb (1984), and
adapted by Sharon Nelson-Barbara (1995) and Robert Moses (2001), this workshop presents a
pre-service and inservice teaching model incorporating historical sites, mathematics content and
benchmarks, and mentoring. The Mathematics Association of Americaís A Call for Change:
Recommendations for the Mathematical Preparation of Teachers of Mathematics (1991), states
that teachers of school mathematics must understand how mathematics permeates every facet of
modern society including its importance in non-scientific disciplines and in everyday life.
Mathematics teachers need many opportunities to formulate, pose and solve problems arising
from a wide variety of sources. Connections investigated in the workshop will enrich teachers of
mathematics conceptual framework. The activities posed can motivate pre-service and inservice
teachers to continue their study of mathematics. The results of a NSF Project (NSF- #9950679)
and an Eisenhower Grant (020290-206) will be presented. Participants will receive handouts,
websites, and templates that can be used to create ethnomathematic projects based on other
historical sites. This presentation focuses on historic sites of Detroit, Michigan featuring: the
Underground Railroad, Tuskegee Airmen, Paradise Valley, Urban Architecture, Elmwood
Cemetery, and Bridges. There is opportunity for discussion and exploring adaptations of this
project.
Claudette Engblom-Bradley - The session will share the goals, process and outcomes of each
project. The power point presentation will contain photographs, data and comments of the
participants in the project. Both projects are culture based and are aligned with NCTM and
Alaska content standards in Mathematics and Technology. The Tlingit Math Basketry Project is a
course offered to licensed teachers whose students are Tlingit. The teachers implement lessons on
geometric shape making and properties to k-12 students. Their assessments target the math
knowledge gained by the k-12 students in the project. The Yup'ik navigation project has a website
with software containing games on the movement of stars in the Big dipper. 5th and 6th grade
students play the game in Akiachak, Alaska; learn about angle movements of the stars; and tell
time, and direction using the stars in the big dipper.
Marilyn Frankenstein - Goals: * To show the connections between the disciplines of
ethnomathematics and the visual arts * To give some specific curricular examples of
interdisciplinary teaching in ethnomathematics and the arts Description: Ethnomathematics
involves reconsidering what counts as mathematical knowledge. This workshop will illustrate
how much early mathematical knowledge emerges from the art we create as we move through
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and organize our visual environment. The workshop will include an overview of the meaning of
ethnomathematics and a general discussion of the connections between ethnomathematics and the
arts. Then a more specific discussion of political art will be presented, followed by specific
illustrations of political artists whose work connects to ethnomathematics. The workshop will
conclude with participatory planning of activiites connecting ethnomathematics and political art
that participants can use in their classrooms or in teacher training in their schools.
Rachel Hall - Teachers must possess "profound understanding of fundamental mathematics" (Ma
1999) in order to teach well. Effective teaching also involves "approaching the same problem
from different mathematical perspectives" (NCTM 2000). Current NCTM Principles call for
teaching "mathematics as part of cultural heritage" (NCTM 2000)--in today's classroom, "cultural
heritage" should encompass all world cultures. For all these reasons, Multicultural Mathematics is
an ideal focus for a course for future teachers. The study of Multicultural Mathematics aims to
strengthen and expand students' understanding of fundamental mathematics, including number
systems, arithmetic, geometry, elementary number theory, and mathematical reasoning, through
comparative study of the mathematics of world cultures; to encourage them to appreciate the
contributions of all cultures to the development of mathematics; to explore multiple
representations of the same problem in different cultures; to explore the connections between
mathematics, art, and music; and to increase the diversity of offerings in the mathematics
classroom. Topics are specifically chosen to address the NCTM Standards for grades K-8;
however, each topic is viewed through the lens of world cultures. Extensive course development
resources will be provided.
Tod Shockey and Rick Silverman - Session facilitators will lead a round table discussion
drawing on the presentations in the Ethnomathematics Strand of the NCSM Conference.
Facilitators will encourage session presenters to attend, and they and other attendees will share
reflections around a number of themes that arose in the Strand. While we can not know in
advance what specific topics will be on the program, we do anticipate discussion around some of
the following representative themes: Social Justice, K-12 Education, Teacher Education including
pedagogy and content for mathematics, Integration of Mathematics and Other Subject Areas,
Affective Considerations, Resources, Technology, Relationship to Multicultural Education,
Access and Equity Considerations, Naturally Occurring Mathematics, and Issues Concerning
Standards and Policy.
Judith Spicer - The goal of the session is to introduce a rationale for committing resources to
incorporating the mathematics of all cultures into K-12 education and to consider with
participants practical approaches for doing so within the parameters of the current curriculum.
Participants will discuss reasons to bring ethnomathematics into the classroom, including: ∑
student engagement in understanding their own mathematical roots and those of other cultures; ∑
knowledge of the development of mathematics among various peoples and, consequently, respect
for their contributions; ∑ exploration of mathematical connections to art, technology, games, etc.
The presenters will then demonstrate, through both real and online images, how mathematics has
grown naturally out of the need of society to count, to measure, to design, to locate, to play, and
to track the passage of time. Examples will be drawn from several cultures. Ways to bring these
mathematical traditions into the classroom will be discussed; among them, ∑ history of
mathematics ∑ childrenís literature ∑ games of chance and strategy ∑ enrichment of standard
curricular topics such as symmetry, number bases, numeration, and geometry. A handout will
offer selected readings on ethnomathematics and a wealth of instructional resources.
Susan Staats - This paper makes the case for fortifying ethnomathematics lessons with strong
ethnographic contexts in order to connect mathematics to social and cultural issues rather than
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simply to descriptions of culture. In this paper, ethnomathematics refers to case studies of
mathematical thinking in non-academic settings or mathematical lessons or applications that are
motivated by social issues. Examples of issues-oriented mathematics will be addressed, including
studying statistics through the history of debates about race, enhancing units on quipus with
ethnohistorical accounts of how they were used in Incan statecraft and in Andean womenís
resistance to colonialism, and analyzing the role of infectious diseases like HIV and malaria in
creating underdevelopment and poverty in Africa, Asia and Latin America. Using ethnography to
create issues-oriented ethnomathematics lessons allows students to articulate their own value
systems with mathematical knowledge and practices. This introduces the possibility of an
expanded concept of equity pedagogy. Because undergraduatesí senses of identity are complex
and multifaceted, connecting mathematics to places and cultures may be an insufficient basis for
the renewal of academic self-concept that is a major rationale for ethnomathematics. Adults of
many different heritages, however, may identify with the issues of racism, colonialism, and
gender that an ethnographically-rich, issues-based mathematics curriculum can offer.
Frederick Uy - The goal of this session is to suggest ideas and to present mathematics activities
that will help teachers, both inservice and preservice, on how to teach mathematics using a
multicultural approach. The primary strand of this session is focused on ethnomathematics; a
secondary strand is for preservice teachers. As our classrooms are becoming more and more
global, new methods and approaches are necessary to deliver a lesson effectively. This session
will also focus on inclusion of students and develop equity in the teaching of mathematics to
students.
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NASGEm President's Report for the Teleconference of 8 October 2003
Larry Shirley
1. We had a good presence at San Antonio-2003, even though, regrettably, several of our key members
were unable to attend. The workshop session went well and was well received. Similarly we had a good
business meeting, including an informative exchange of news of our research, teaching, and projects.
Notably we received copies of the journal-like Newsletter.
2. Looking to the 2004 meeting in Philadelphia:
a. The NASGEm-sponsored workshop has been accepted by the Program Committee (this is no longer an
automatic acceptance). I am the organizer and Dawn Anderson, Luis Ortiz-Franco, and I will be sharing
the 90-minute session. In San Antonio, the group decided that we should have a classroom-oriented
session with activities teachers can use, based on ethnomath examples from around the world (Dawn--East
Asia, Luis--the Americas, Larry--Africa). The session will come on Friday, April 23, 1:00-2:30, in a
"gallery-workshop" format (which means some people work at tables and others watch from the sidelines
with less direct participation). The location is 109-AB of the Convention Center.
b. The business meeting will be held in the evening of Thursday, April 22 (7:00-9:00) in the Philadelphia
Marriott, Rooms 411/412. In addition to formal business and members reports of their work, I also have
tentative acceptances from two people doing some unusual work related to ethnomathematics: one on very
early Christians--gnostic versus orthodox Christian approach to numbers and number symbolism, linked
with Pythagoreanism, etc.; and the other on Thomas Fuller, a slave in 18th Century Virginia, who became
famous for his remarkable calculation ability--with speculation on if his talent was related to mathematics
systems in his African homeland.
c. Rick Silverman will be our Delegate at the Delegate Assembly and I will be the Alternate. Details of the
Delegate Assembly will be forthcoming.
3. I would like the Elections Committee to formalize our elections. At San Antonio, it was agreed that the
unelected slate of officers would serve pending a real election. Meanwhile, there is an important change: I
will be on sabbatical and probably out of the country for much of the Spring 2005 semester. To keep
NASGEm running effectively, I would like to see a new president elected by April 2004 to take over my
responsibilities. I will still be around for the rest of 2004, so I can assist the new president move into the
job. Please give serious consideration to possible candidates for president--including yourselves.
4. I think other items of business will emerge from the reports of other officers, so please read those reports
as they appear on e-mail.---Larry

Lawrence Shirley, President
North American Study Group on Ethnomathematics (NASGEm)
[International Study Group on Ethnomathematics (ISGEm)]
College of Graduate Education and Research
Towson University; 8000 York Road
Towson MD 21252-0001 USA
phone: 410-704-3500; fax: 410-704-3434
e-mail: LShirley@towson.edu
URLs: personal: http://www.towson.edu/~shirley
ISGEm: http://www.rpi.edu/~eglash/isgem.htm
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North American Study Group on Ethnomathematics
Teleconference Meeting 8 October, 2003
Minutes
The meeting was called to order at 7:04 pm by President Larry Shirley. Present also were Gloria
Gilmer, Marilyn Franenstein, Rick Silverman, Swapna Mukhopadhyay, Daniel Orey, Louise
Gould, and Holly Wenger. (Hope I didn’t leave someone out)
Note: there is a greater difficulty in taking notes in a teleconference format. I cannot see who is
speaking, and some of the conversation goes too fast to record it all while I’m holding a phone!
Please feel free to offer corrections or additions to these minutes. - Holly
I. NCTM Annual Meeting, Philadelphia, 2004. NASGEm has been given a 1 ½ hour time slot for
a session and well as a meeting time slot. Larry will be presenting in Maryland in a few weeks,
and this will afford a "preview" of a portion of the NCTM session. [I jotted down "Louise and
?Tom Anderson" next to this note - perhaps meaning they are coordinating the session.]
II. NCTM Annual Meeting 2005. We need presentation ideas soon. We hope to have a 1 ½ hour
session at the meeting. The deadline for submission of session topic is May, but ideas must be
discussed now in order to insure we are settled on a topic and people to run the session well in
advance of the deadline. There was mention of having a program committee call for papers of a
certain type, and making that call to the entire NASGEm membership. It was suggested we have
electronic discussions about topic ideas and session format.
III. Membership List. Membership lists with addresses, phone numbers, and e-mail addresses are
needed, with a separate list each for NASGEm and ISGEm. Louise will insure these get caught up
to date. She will contact Cathy Barkley, Rick Scott, and Tod Shokey to coordinate lists. A
reminder was given that to subscribe to the ISGEm list, write to Listproc@NMSU with the
message Subscribe ISGEm@NMSU.
IV. Other Communications Issues. Gloria reports she receives varied requests for information on
ethnomathematics and a group to join. Swapna pointed out that we need a NASGEm web page.
V. Elections. At our meeting in San Antonio there were few people present (16-20). This is too
few to hold an election of officers. Mail-in voting also has yielded small numbers of response in
the past. Rick commented that we need a combination of surface and e-mail, and that we will
simply trust the members to only vote once. Larry suggested we put a tear-out ballot in the
newsletter that could be mailed in or sent in by scanning. Gloria said she will bring information to
the Philadelphia meeting on how AMS did their election. Larry suggested that as people sign up
to be members of NASGEm they can be given a membership number, and that could be used in
voting.
Larry called for an elections committee. He also reported that he will be out of the country for
several months beginning early in 2005 and hence he wants a new NASGEm president, and even
desires that for 2004. Gloria suggested a 5-member elections committee. Larry wondered if we
could reconstitute the last such committee. Gloria said it turned out to be a committee of one -her!
Gloria volunteered to be on a current elections committee, and Larry called for further volunteers.
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VI. Membership in NASGEm for full-time students. It was motioned and passed by the executive
board that full-time students be allowed free membership in NASGEm. This motion now needs to
go to the entire membership. It was suggested that it be placed on the ballot for officers.
VII. Newsletter. Marilyn suggested saving money by having most newsletters sent electronically,
sending by surface mail only to those members who do not have e-mail. If our newsletter was
online, it could be shorter and more frequent.
Daniel reported that there is not much to publish in a newsletter, so send articles! Gloria
suggested we have a newsletter section on meetings of interest to the group around the country,
and also a "Letters From ..." section. Rick recommended we think of colleagues as sources for
articles, especially about integrated disciplines interested in ethnomathematics combined with
other fields. He also volunteered to compile reactions to the Schoenfeld quote published
previously.
Marilyn spoke about having the editorial board (Daniel Orey, Tod Shockey, Rick Scott) sketch
out the sections/features of each newsletter. We could then have themes/topics of focus for each
so people would know what type of writings to submit. Gloria asked for someone to send an
online format that we could use.
VIII. ICME-10. ICME-10 will be in Copenhagen, Denmark July 4-11 2004. There will be a
Discussion Group on ethnomathematics led by Franco Favilli of Italy. It is DG 15, found on page
15 of the program. Information at www.icme-10.dk Larry reminded folks to send in proposals for
Posters, etc, as the deadline is January 1, 2004.
IX. Next Meeting. Everyone felt the teleconference went very well. It was suggested that we do
this again in approximately one month. Gloria will obtain a day and time. Agenda suggestions
include the newsletter (have Tod participate in the meeting); generating more participation in
NASGEm; follow-up on discussions here (communications, NCTM meetings, elections, etc.)
Addenda:
1. Cathy reports $2,449.92 in the "ISGEm Account," which Gloria commented should likely be in
the NASGEm account.
2. Rick S has sent the e-mail list that he had.
3. Holly said she would check the April 2003 minutes and comment on action items. In doing so,
I see in
I. D. Delegate Report, that Rick S. suggested NASGEm contribute to the Math Educational Trust,
but no motion or vote was taken in this regard.
III. B. SIGs Who has the list of memberships in SIGs?
IV. C. NCTN 2004. It was recommended that someone present at the supervisors meeting just
prior to the NCTM conference. Is someone covering this?
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V. B. Treasurer’s Report. Who will write a reminder to request dues be paid for 2004? Do we
want dues to be increased?
IX. H. Research & Project Activities iof Members. Where have NASGEm members been present
and promoted our organization and interest since April 2003?
Respectfully submitted by Holly Wenger, interim recording secretaty hollywenger@msn.com
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North American Study Group on Ethnomathematics
Annual Meeting 10 April, 2003
NCTM, San Antonio, Texas
Minutes
The meeting was called to order at 7:10 pm by President Larry Shirley, who welcomed 18
members by recognizing the first meeting of NASGEm (then ISGEm) at the San Antonio NCTM
national meeting 18 years ago.
I. Delegate Assembly Report - NASGEm delegate Rick Silverman
A. Delegate assembly accepted our proposal and voted to change ISGEm affiliate name and
meaning to NASGEm. We were reminded that the change signifies our desire to avoid any neocolonialist flavor in our relations with our sisters and brothers in ISGEm, a body run with officers
and members from many nations.
B. As has happened in the past, the delegate assembly voted overwhelmingly to have one free
NCTM registration per session instead of the current one 40% discounted registration. The board
maintains that each year the NCTM meeting financially breaks even and thus the registration
ought to remain at one 40% reduction to avoid running in the red. Rick explained that the
delegate assembly advises the board, and they do not have to agree with a vote taken at the
assembly level.
C. There is a new category for an affiliate group: Student.
D. The Math Educational Trust was discussed, and affiliates were reminded of the opportunity to
contribute to it (Rick suggested that NASGEm do so, but no motion was made or voted on in this
regard).
E. The assemble passed a resolution regarding documenting attendance at sessions for those
seeking Continuing Education units. The system for doing this remains to be worked out.
II. NASGEm Newsletter - Tod Shockey
A. Volume 1 No. 1, February 2203 of the Journal of Ethnomathematics is published and has been
sent to NASGEm members. Additional copies are available from Tod.
(We all thanked Tod for the fine job in publishing a professional looking journal).
B. NASGEm newsletter editor is Tod Shockey, whereas ISGEm will publish its newsletter
separately with Pedro Paulo Scanduzi (Brazil) as the editor.
C. The ISGEm Newsletter (Vol 14 No 1, January 2003) was available and distributed.
III. Special Interest Groups (SIGs)

34

A. NASGEm has five SIGs, listed on page 31 of the Journal, showing chairperson: Curriculum &
Classroom Applications, Out of School Applications, Theoretical & Epistemological
Considerations, Research in Culture/Diverse Environments, and Ethnomathematics and the Arts.
B. All NASGEm members are encouraged to list themselves as having an interest in a SIG. SIGs
are only viable with members who communicate.
C. Each SIG is encouraged to have a presence and regional and local meetings of NCTM or other
math organizations: help put ethnomathematics more openly in view.
IV. NCTM 2004 Philadelphia
A. Deadline for submitting a session proposal to NCTM is May 1, 2003. ;Members were
encouraged to submit individual requests, especially if they can include hands-on classroom
applications.
B. NASGEm should have a major session, similar to the one in 2002 (Las Vegas) organized by
the Ethnomathematics & The Arts SIG. There was a discussion of having a session with the
theme of Number. Luis Ortiz-Franco volunteered to speak on Mayan & Aztec numeration, and
Larry Shirley volunteered to cover African systems. Other ideas? E-mail Larry.
C. It was recommended that NASGEm present at the supervisors meeting just prior to the NCTM
conference.
V. Elections
A. The following slate was proposed for NASGEm officers: President - Larry Shirley; 1st V.P. Arthur Powell; 2nd V.P. Louise Gould; 3rd V.P. - Gloria Gilmer; Corresponding Secretary Claudette Bradley; Recording Secretary - Holly Wenger; Members-at-Large - Marilyn
Frankenstein, Oshon Temple, Patrick Scott; Treasurer - Cathy Barkley. See comments in the
Journal, Feb. 2003.
B. Elections were NOT held at this meeting: they will be conducted via e-mail.
C. The above slate will serve in the positions noted on an interim basis until elections have been
held.
VI. Treasurer’s Report
A. As submitted by Cathy Barkley for June 2002 - April 2003: beginning balance of $2,852.25,
deposits from dues of $325.00; Expenses of $936.86 with the newsletter (Journal) accounting for
$873.62; leaving a total in the account of $2240.39
B. Dues are paid on a calendar year, so they are currently due for 2003. Dues remains at
$20.00 per year and includes membership in ISGEm. There was discussion about increasing the
dues amount, but no motion was made or voted on.
VII. Constitutional Matters
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A. Although placed on the agenda and sent via e-mail to the membership, no constitutional
matters were moved or voted on.
B. Both NASGEm and ISGEm constitutions are printed in the current Journal.
VIII. Reports of Conferences
A. CIEM-II, Brazil. Attending were about 75 of the "usual" international members, but also about
250 Brazilian grad students, teachers, and others, hence the in-country interest in
ethnomathematics was nurtured by this conference. It was an inspiring and fulfilling experience
for all who attended, and was well-run, especially the simultaneous translations.
B. The next International Congress of Ethnomathematics will be held in New Zealand in January
of 2006 (summer there) and the in-charge person is Bill Barton.
C. ICME-10 will be July 4-11 in Copenhagen, Denmark. www.ICME-10.dk
IX. Research & Project Activities of Members
A. Luis Franco-Ortiz is having a major article published in RELIME - Revista LatinoAmericana
en Matematica Educativo, a Mexican journal (in Spanish).
B. Louise Gould and Tim Crane spoke at ATOMIC (Associated Teachers of Mathematics in
Connecticut ?) about work in Barbados and Jamaica with elementary teachers and their
preparation for teaching.
C. It was reported that Daniel Orey has worked to have and one-half day seminar labeled
Ethnomathematics at the CMC Asilomar Math Conference, first weekend in December 2003.
D. Bonnie Berkin reported that for her sabbatical year she traveled the USA, visiting museums
and otherwise searching for activities in ethnomathematics. From her search, she put together a
museum exhibit that is in residence at the Neville Public Museum in Greenbay, WI from
September 2002 - January 2004, at which time the museum will seek to sell it. The exhibit has
approximately 31 interactive segments, including some in English, Spanish and Hmong. The
work has led to workshops with teachers where topics have been developed for classroom use.
She also worked to help teachers obtain grant money for books who visit the exhibit. We were
enthralled by Bonnie’s report and work! Go to www.snc.edu/culturecounts for a CD of this work.
E. Rich Scgarlotti teaches at a BIA school in upper Michigan, which uses cultural integration in
all disciplines, including math. He has worked on an integrated project called Creating Sacred
Places for Children.
F. Rick Silverman reported on working with student teachers to recognize the abundance of
mathematics in their lives. They previously didn’t realize that their own math lives were so rich.
He helps them use children’s literature to make connections between everyday life and
mathematics.
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G. Ron Eglash has a link to ethnomathematics, including a listing of information available from
African, African-American, Native American and Latino cultures at his website
www.rpi/~eglash/csdt.html
H. The Dreamcatcher Conference in February in Montreal had a high level of interest in
Ethnomathematics. More people are hearing about our field of interest - let’s continue to be a
presence in our cities, states, regions!
Next annual meeting: Philadelphia NCTM conference, April 21-24, 2004
The meeting was adjourned at 9:00 pm.
Respectfully submitted by Holly Wenger, interim recording secretary hollywenger@msn.com

Holly
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The 10th International Congress on Mathematical Education
Under the auspices of ICMI (International Commission on Mathematical
Instruction) the 10th International Congress on Mathematical Education, ICME-10,
will be held in
Copenhagen, Denmark. July 4-11, 2004
The aim of the ICME congresses is to:
Show what is happening in mathematics education worldwide, in terms of research as
well as teaching practices
Exchange information on the problems of mathematics education around the world
Learn and benefit from recent advances in mathematics as a discipline
ICME-10 hopes to attract 3000-4000 researchers in mathematics education, mathematics
educators, including teachers, and others working within the educational system, from
around 100 countries.
DG 15: Ethnomathematics
What is the relationship between ethnomathematics, mathematics and anthropology
and the politics of mathematics education? What evidence is there, and how do we
get more, that school programmes incorporating ethnomathematical ideas succeed in
achieving their (ethnomathematical) aims? What are the implications of existing
ethnomathematical studies for mathematics and mathematics education? What is the
relationship of different languages (or other cultural features) to the production of
different mathematics?
Team Chairs: Franco Favilli, University of Pisa, Italy, favilli@dm.unipi.it
Abdulcarimo Ismael, Pedagogical University,Maputo, Mozambique,
abdulcarimoismael@hotmail.com

DG 15: Ethnomathematics
Team Chairs
Franco Favilli, Department of Matematics, University of Pisa
Address: Via Buonarroti 2, I-56127 Pisa, Italy
favilli@dm.unipi.it
Abdulcarimo Ismael, Mathematics Department, Pedagogical University
Address: Lhanguene Campus, P.O.Box 4040, Maputo, Mazambique
abdulcarimoismael@hotmail.com
Team Members
Maria Luisa Oliveras Contreras, Department of Didactics of Mathematics, Campus
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Cartuja, University of Granada, Spain
oliveras@ugr.es
Rex Matang, Glen Lean Ethnomathematics Centre, University of Goroka, Papua New
Guniea
matangr@uog.ac.pg
Daniel Clark Orey, Faculty of Professional Development, California State University
Sacramento. USA
orey@csus.edu
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Dear Colleague:
The National Council of Teachers of Mathematics 2005 Annual Meeting and Exposition
will be in Anaheim, California, Wednesday, April 6 – Saturday, April 9, at the Anaheim
Convention Center, the Anaheim Marriott Hotel, and the Hilton Anaheim Hotel.
The conference theme is “Embracing Mathematical Diversity”. The Program
Committee seeks proposals that represent diverse perspectives, approaches, information,
and ideas. Proposals are encouraged that address topics, ideas, issues, and strategies that
can contribute to participants' professional learning, especially:
•

knowing and understanding mathematics more deeply,

•

improving instructional effectiveness to produce results with students, and

•

expanding awareness of crucial or timely issues.

The meeting's theme calls for presentations that address diverse ways that students learn
or demonstrate mathematics, teaching strategies that help a diverse group of students
learn, and diverse models of mathematics professional development, and issues of equity
and bias. Approximately 20 percent of the program will be selected to address NCTM's
professional development Focus of the Year, Developing Algebraic Thinking.
We especially encourage K-12 teachers to submit proposals to share their first-hand
classroom experiences and observations.
Information about the types of presentations, answers to frequently asked questions,
criteria for selection of proposals, and the speaker proposal form are available online at
www.nctm.org/meetings. The deadline for proposals is May 1, 2004.
We hope to see you in Anaheim in 2005 for a fantastic professional development and
networking experience that you won't find anywhere else!
Cathy Seeley
NCTM President-Elect

Bettye Forte & Carol A. Edwards
Program Cochairs
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Become a NASGEm/ISGEm Member!
Dues for the NASGEm are $20 annually (this amount also gives you ISGEm
membership) and may be paid for up to three years. Contributions may be made in order
to allow others to receive the NASGEm and/or ISGEm newsletters. Please fill out the
form below and mail it along with a check to Dr. Cathy Barkley, Director of The Center
for Teacher Preparation, Albers Hall Room 302, Grand Junction, CO 81501, USA. Make
checks payable to NASGEm.
Name:

___________________________________________________________

Address:

___________________________________________________________
___________________________________________________________
___________________________________________________________

City: ___________________ State/Province: ____________ Postal Code: __________
Phone: ___________________ E-mail: ___________________
Amount Enclosed ___________________
May your name/address be distributed to organizations that request copies of the
NASGEm/ISGEm mailing list? ______ yes ______ no
Briefly describe and projects in which you are involved that may be related to
ethnomathematics.
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