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ABSTRACT 

 

 

 

DEVELOPING EIGHTH GRADE STUDENTSô MATHEMATICAL 

PRACTICES IN SOLIDS THROUGH ARGUMENTATION:   

A DESIGN-BASED STUDY 

 

 

 

ķahin Doĵruer, ķule 

Ph.D., Department of Elementary Education  

Supervisor: Assoc. Prof. Dr. Didem Aky¿z  

 

July 2018, 346 pages 

 

 

 

The purpose of this study was to obtain classroom mathematical practices 

of eighth gradersô during the concept of solids and to test the effectiveness of this 

content in an eighth-grade mathematics classroom. In this respect, an instructional 

sequence was used with guidance of a hypothetical learning trajectory. The context 

was basic elements of prisms, their surface area, basic elements of cylinder, its 

surface area and its volume. The process continued through four and half weeks. 

Argumentations, dynamic geometry software and daily life examples supported the 

classroom activities. Pretest and posttest were applied to the students to obtain the 

development of studentsô understanding in related context. 

The classroom mathematical practices were obtained and analyzed by using 

emergent perspective as a theoretical framework. This view asserts learning occurs 

with combination of individual working and social aspects of environment. Using 

Krummheuerôs argumentation model which focus on taken-as-shared ideas, the 
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mathematical practices were interpreted. Four mathematical practices were 

obtained as: (a) finding definition and properties of prisms, (b) finding surface area 

of prisms, (c) finding surface area of cylinder and (d) finding volume of cylinder. 

The results indicated that studentsô understanding of three-dimensional solids 

improved with support of argumentations and dynamic geometry software. 

 

 

 

Key Words: Design-based research, Solids, Argumentation, Classroom 

mathematical practices, Hypothetical learning trajectory. 
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MATEMATĶK UYGULAMALARININ GELĶķTĶRĶLMESĶ: 
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Bu ­alēĸmanēn amacē, katē cisimler konusu kapsamēnda sekizinci sēnēf 

ºĵrencilerinin matematik uygulamalarēnē saptamak ve bu i­eriĵin etkililiĵini 

sekizinci sēnēf matematik dersinde test etmektir. Bu baĵlamda, bir varsayēma dayalē 

ºĵrenme yºr¿ngesinin rehberliĵi ile bir ºĵretim dizisi kullanēlmēĸtēr. Konu olarak 

prizmanēn temel elemanlarē, y¿zey alanē, silindirin temel elemanlarē, silindirin 

y¿zey alanē ve hacmi belirlenmiĸtir. S¿re­ dºrt bu­uk hafta boyunca devam 

etmiĸtir. Sēnēf i­i tartēĸmalar, dinamik geometri yazēlēmē ve g¿nl¿k yaĸam ºrnekleri 

sēnēf etkinliklerini destekledi. ¥ĵrencilerin ilgili baĵlamdaki anlayēĸlarēnē 

geliĸtirmek i­in ºĵrencilere ºn test ve son test uygulanmēĸtēr. 

Sēnēf matematiksel uygulamalarēnē tespit etmek i­in teorik bir ­er­eve 

olarak ortaya ­ēkan perspektif kullanēlmēĸtēr. Bu gºr¿ĸ, ºĵrenmenin, ­evrenin 

bireysel ­alēĸma ve sosyal yºnlerinin kombinasyonuyla ger­ekleĸtiĵini ileri s¿rer. 

Paylaĸēlan fikirlere odaklanan Krummheuerôin arg¿mantasyon modelini kullanarak 
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matematiksel uygulamalar yorumlanmēĸtēr. Dºrt matematiksel uygulama ĸu ĸekilde 

elde edilmiĸtir: (a) prizmalarēn tanēmē ve ºzellikleri, (b) prizmalarēn y¿zey alanē 

bulma, (c) silindirin y¿zey alanē bulma ve (d) silindir hacminin bulunmasē. 

Sonu­lar, ºĵrencilerin ¿­ boyutlu katē cisimleri anlamalarēnēn, sēnēf i­i tartēĸmalar 

ve dinamik geometri yazēlēmlarēnēn desteĵiyle geliĸtiĵini gºsterdi. 

 

 

Anahtar Sºzc¿kler: Tasarēm tabanlē ­alēĸma, katē cisimler, matematiksel 

uygulamalar, tartēĸma, varsayēma dayalē ºĵrenme yºr¿ngesi. 
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CHAPTER 1 

 

 

 

INTRODUCTION  

 

 

School mathematics course has several sub-domains and geometry is one of 

the most important ones among them. The most important part of geometrical 

thinking is about two or three-dimensional geometric shape in space and looking 

for various aspects of them (National Council of Teachers of Mathematics, 2000). 

In geometry classes, students evaluate the relationships between geometric shapes, 

structures, theorems, and formulas (Keĸan & ¢alēĸkan, 2013). For example, 

students should understand how to come up with a theory or a formula, according 

to geometric features of related shape. This requires an effective teaching and 

learning of geometry. In the opposite case, students prefer memorizing geometrical 

concepts and formulas rather than understanding them (Fuys, Geddes, & Tischler, 

1988).  

Baki (2001) states that students should learn geometry by understanding and 

explaining the physical world by using appropriate problem-solving strategies 

within. Our physical world cannot be explained just by two-dimensional Euclidean 

geometry. Because everything that we contact by using, seeing, producing, i.e. have 

a three-dimensional geometric shape (G¿ven & Kosa, 2008). In the same way, 

Pittalis and Constantinou (2010) state that this type of thinking is ña form of mental 

activity that enables individuals to create spatial images and to manipulate them in 

solving various practical and theoretical problemsò (p. 191). Sack (2013) 

summarizes this statement as getting the meaning of any object or process in the 

shape, size, orientation, location, or direction. Therefore, many national documents 

(NCTM, 2000) have stated that all students should have opportunities to work with 

three-dimensional shapes by visualization to develop spatial skills since they are 
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important and useful for everyday life and for many future careers. Moreover, the 

importance of three-dimensional thinking abilities has been expressed by 

researchers across mathematical and scientific disciplines. Despite its importance, 

solid shapes, polygons, triangles, geometrical ratio, geometrical transformation are 

defined as the most problematic ones in terms of teaching and learning. Students 

tend to define them as difficult to understand (Adolphus, 2011). Thus, three-

dimensional solid shapes are among the challenging concepts for students. In this 

sense, the research has shown that those concepts should be learned through 

appropriate learning experiences (Alqahtania, & Powell, 2017; Ganesh, Wilhelm, 

& Sherrod, 2009; Marchis, 2012). 

For instance, Yackel and Cobb (1996) claim learning mathematics includes 

both individual working, but also collaborative working by involving in whole class 

discussions and by explaining and justifying their works in a wider community. 

Moreover, in several studies (Bauersfeld, Krummheuer, & Voigt, 1988; Cobb, 

Boufi, McClain, & Whitenack, 1997; Giannakoulias, Mastorides, Potari, & 

Zachariades, 2010; Mueller, 2009), the importance of discussion and argumentation 

in mathematics classes, and the classroom norms are characterized by processes of 

explanation, justification, and argumentation. Thus, as a sub-area of mathematics, 

it is appropriate to adopt the argumentative classroom environment to the geometry 

classes. By this way, it might be useful for students to understand the structures and 

theorems, and their relations by exchanging ideas. Additionally, while discussing 

the scientific argumentation process, Driver, Newton, and Osborne, (2000) 

conclude that argumentation promotes deep conceptual understanding of the 

context. Moreover, various studies support that argumentation encourages 

conceptual understanding of mathematics and geometry by justifying and 

criticizing ideas (Abi-El-Mona & Abd-El- Khalick, 2011; Jonassen & Kim, 2010; 

Osborne, Erduran, & Simon, 2004; Zembaul-Saul, 2005). In this respect, it may be 

useful to include argumentation in geometry to increase conceptual understanding 

of students.   

Aligned with the features of the designed based research, preparing an 

instructional sequence with a conjectured hypothetical learning trajectory 

(abbreviated as HLT in this study) for geometric concepts may provide benefits for 
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students to think and learn that context effectively. Moreover, by supporting those 

activities with classroom discussions and argumentation, students would have a 

chance to communicate their ideas with others. Furthermore, argumentation on a 

specific context provides to transfer ideas among students to become taken-as-

shared ideas which are a way of construction of mathematical practices (Cobb, 

Gravemeijer, Yackel, McClain & Whitenack, 1997). In this respect, in the current 

study, classroom mathematical practices formed by the classroom argumentations 

in the context of three-dimensional shapes were evaluated. 

MoNE (2013) has stressed that the use of technology in mathematics and 

geometry lessons develop studentsô thinking and spatial abilities. Geometry 

instruction should include a specific attention on the three-dimensional figures. 

Especially, the visualization skills and representation of three-dimensional shapes 

should have a continuous development. Ben-Chaim, Lappan, and Hoaung, (1985) 

states that spatial thinking can be taught and developed successfully by using 

appropriate strategies in the middle and high school students. Relatedly, educators 

believe that use of technology as an appropriate strategy can effectively support 

teaching and learning mathematics and specifically geometry (McClintock, Jiang 

& July, 2002). There are various technological tools that can be used in geometry 

lessons such as word processor and spreadsheets. But, dynamic geometry software 

(abbreviated as DGS in this study) is a more effective tool to construct more 

student-centered learning environments (Hannafin, Truxaw, Vermillion, & Liu, 

2008).  

NCTM (2000) states that it is crucial in school mathematics to use concrete 

materials, drawings, and dynamic geometry software to provide an effective 

learning of geometry. By using DGS in the education field and by transferring them 

to the dynamic computer screen, it has become possible for students to evaluate the 

relations between structures, to develop a hypothesis, to test theorems without using 

papers and pens (G¿ven &Karataĸ, 2003). Researchers have shown that DGS gives 

students the opportunity to concentrate on much more abstract structures than 

widely used paper-pen studies with its dynamic features (Hollebrands & Okumuĸ, 

2018). In this way, studentsô power of imagination increases. In mathematics, the 

increase in imagination opens the way of intuition, so the way of creation and 
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discovery. When these ways are used, the student will be able to analyze, 

hypothesize, and generalize. This will directly develop student's problem-solving 

skills (Baki, 2001). DGS, with its features of supporting experience and teaching 

geometry through research, offers alternative possibilities to geometry which had 

been taught in the same way for years (Edwards, 1997). In geometry teaching, by 

using dynamic geometry software, students can create geometric drawings or do 

interactive investigations on the dynamic geometric shapes prepared by the teacher 

(MoNE, 2013); and in this way studentsô learning of geometry can be supported 

through mediating their activity in DGS environments (Alqahtania & Powell, 

2017). 

For an effective usage of DGS and to provide a student-centered inquiry, it 

should be created with a flexible instruction that is open to making conjectures to 

guide students (Hollebrands, 2007). For instance, the designers of Geometerôs 

Sketchpad expected that by clicking and dragging geometric shapes, students would 

be able to make conjectures about the context through a series of designed activities 

(Hannafin, Truxaw, Vermillion, & Liu, 2008). Many educators who advocate the 

effectiveness of such learning environments suggest that in these settings, students 

can work together to develop theories and draw inferences (Battista, 2003; 

Cognition and Technology Group at Vanderbilt [CTGV], 1992; Sinclair & Crespo, 

2006). In this respect, it is appropriate to conduct a design-based research to provide 

students a learning environment in which they would think about the context, 

discuss, express, and justify their ideas, accept, or refute others reasoning, with a 

planned, conjectured HLT and instructional sequence including series of activities.  

Although there have been various researches conducted to evaluate learning 

environment in its natural settings, it seems like there is a gap in the literature on 

design-based research on geometry concepts that were with instructional sequence 

and also with DGS. With respect to explanations above, since the geometry is an 

important area of mathematics in which students have difficulties to learn and 

understand structures and context, it may be significant to evaluate and explore their 

classroom argumentations in the context of three-dimensional shapes and obtain the 

formed classroom mathematical practices. Accordingly, this study evaluated the 

argumentation and collaborative learning environment related to planned 
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instructional content and activities. This process performed by application of 

planned instructional sequence with the support of HLT during the teaching-

learning sessions. In the collaborative learning environment, eighth gradersô 

understanding of three- dimensional shapes were examined. Also, their classroom 

discourse was important to evaluate their reasoning on the context as well as to 

identify the construction of classroom mathematical practices. Since, the formation 

of classroom mathematical practices is related to the social learning environment 

(Gravemeijer & Cobb, 2013), studentsô learning of three-dimensional shapes was 

evaluated through classroom mathematical practices. 

Accordingly, the aim of this study was to develop technology-supported 

mathematical contents within an instructional sequence and apply them for a 

predetermined period in an eighth-grade class to investigate the effects of these 

contents on student success. The instructional sequence of the study was prepared 

based on Stephanôs (2015) study named ñsurface areaò. The content was evaluated 

according to studentsô needs and the national curriculum. Also, appropriate 

questions supported with GeoGebra, questions that were inappropriate for the 

content of the study were removed and appropriate questions were added. 

According to the results, it was planned to evaluate and revise the content to make 

it available to use in other classrooms.  

Generally, design-based studies are not formulated with a single question of 

purpose. Of course, a research question can be produced on how a topic can be 

learned or taught in the most effective way. However, it must be completed with 

several assumptions about what conditions affected the answer to this question 

should fulfill, and at the same time it should be noted what kind of innovations this 

study is expected to bring. In addition, new questions and new estimates may arise 

during the execution of the research project (Gravemeijer & Cobb, 2013).  

In this context, the research questions that guide the study are as in the 

following:  

 

1. What are the mathematical ideas that support the mathematical practices 

which students developed during this instructional sequence?  
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2.  Are there any effects of this instructional sequence on the studentsô 

achievement by using argumentations and dynamic geometry software in that 

context? 

 

1.1 Significance of the Study 

 

Geometry as a study of space has an important place in mathematics lessons 

at all grade levels of education. It is important for students to have a deep 

understanding of geometry concepts. It is stressed in NCTM (2000) that spatial 

understanding and abilities are important to understanding our physical world. By 

having an in-depth understanding of spatial relations and relatedly geometric 

structures, students are expected to be ready for many careers including advanced 

mathematical topics.  

Despite the importance of geometry, international assessment programs 

such as Program for International Student Assessment (PISA) and Trends in 

International Mathematics and Science Study (TIMSS) show that for many years 

Turkey has ranked at the bottom rows in among the participating countries. For 

instance, PISA (2015) report indicates that in Turkey, the level of mathematical 

literacy of the students is very low and going worse; furthermore, it can be deduced 

that studentsô skills of using of mathematical language and understanding are not 

enough. In the same way, TIMSS (2015) report shows that Turkey remains under 

the TIMSS average achievement score. In the same way, students have low 

mathematics achievement in national examinations like University Entrance 

Examination. Examining those exams, it has been observed that the most wrongly 

answered questions are coming from geometry. At this point, it turns out how 

important geometry is. However, despite many efforts, there are still problems that 

students having with geometry (Adolphus, 2011). To overcome these problems, 

there is a need to observe learning environments, plan and prepare instructional 

contents, perform those contents for a period and evaluate studentsô classroom 

practices for whether it has an effect on their achievement or not (Geraniou, 

Mavrikis, Hoyles, & Noss, 2009).  
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In geometry, the teaching process consists of series of rules and formulas, 

which causes the memorization of them. This process does not provide a conceptual 

understanding of content. The geometry lessons are full of ragged drawings that 

make students confuse the whole content (Keĸan & ¢alēĸkan, 2013; Sinclair & 

Bruce, 2015). Generally, geometry lessons include the teaching of geometrical 

concepts. Those concepts are taught in an order by giving a definition, talking about 

elements and characteristics of shapes, stressing important rules, giving the 

formulas. Students rarely involved in the processes in which they can produce the 

related knowledge. With these practices, it is not possible to expect students to show 

success in processes that they need to explain their own ideas on the context, justify 

those ideas with using appropriate mathematical language, and apply the produced 

formulas to solve conceptual problems (Adolphus, 2011; Cunningham, & Roberts, 

2010). 

As an anticipation, that kind of classroom environment does not provide a 

deep understanding of geometric concepts for students. Consequently, forcing 

students to imagine those content through their own mental process, makes them 

fail to develop insights into the concepts. In this sense, understanding the geometric 

content may be difficult for learners in the paper and pen environment and may 

prevent learning (Denbel, 2015). To overcome this problem, the curriculum has 

stressed the usage of DGS in geometry lessons for a time (MoNE, 2013). Relatedly, 

a conceptual understanding of geometric concepts can be provided by making them 

involve in instructional sequences with an addition to technological support. By 

operating those instructional sequences with mathematical classroom discourses, 

meaningful and deep understanding of geometric concepts can be provided. Yackel 

& Cobb (1996) believe that classroom discourse with classroom argumentation on 

the context has a positive effect on students learning of mathematics. 

Argumentations include mathematical communication in which students share 

ideas among students and teacher that shapes the learning environment. 

Krummheuer (2015) mentions the process of learning mathematics as 

argumentative and states that it is based on studentsô participation in practice by 

explanation and justification. Accordingly, the learning of mathematics may occur 

by participation (Krummheuer, 2011; Sfard, 2008). Thus, argumentation is a social 
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phenomenon that occurs while interacting verbally with other members of the 

classroom by explaining and justifying their actions during the practice 

(Krumheuer, 2011). Relatedly, argumentation of mathematical ideas is considered 

to improve abilities of studentsô reasoning on mathematical concepts, their 

explanations about the context and expressing their justification about that ideas. 

Additionally, use of technology in geometry classes seems to increase collaboration 

and creative reasoning by providing an environment for students to exchange ideas 

with others.  Furthermore, these collaborative activities enhance creative reasoning 

by getting them involved in whole class argumentations (Granberg & Olsson, 

2015).  

In our national mathematics curriculum, the use of DGS is offered in 

geometry lessons (MoNE, 2013), but in mathematics textbooks, there are not 

sufficient content to provide a source for students or teacher that explains how those 

technological tools can adapt into the lessons. The instructional sequence (Stephan, 

2015) prepared for the current study may be useful both for students and teachers.  

Research also indicate that teaching geometry with the support of DGS have a 

positive effect on studentsô conceptual understanding and relatedly on their 

achievement (Goss & Bennison, 2008; Hannafin, Truxaw, Vermillian & Liu, 2008; 

Kalbitzer, & Loong, 2013; Kondratieva, 2013; Obara, 2009; Tayan, 2011; Yemen, 

2009; Kutluca & Zengin, 2011). In the current study, students worked on the 

activities with the support of argumentations and DGS through an instructional 

sequence and HLT. The use of dynamic environments also may help students to 

develop their visualization, construction, and reasoning skills (Dixon, 1997).  

In order to help students to get those skills, the lessons are planned and 

organized through an instructional sequence by a conjectured HLT and with an 

ongoing analysis of classroom process. Accordingly, conducting a design-based 

research may be beneficial since itôs aimed ñto develop a class of theories about 

both the process of learning and the means that are designed to support that learning, 

be it the learning of individual students, of a classroom community, of a 

professional teaching community, or of a school or school district viewed as an 

organizationò (Cobb, Confrey, diSessa, Lehrer & Schauble, 2003, p. 10).  
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It is also stated that design research both has a theoretical orientation and 

also has a pragmatic feature with resulting collaborative learning environment. By 

connecting the theory and practice, it should have an ongoing changing process that 

is redesigned according to needs of students (Cobb, et al., 2003). Involving that 

kind of collaborative learning environment within an instructional sequence, 

students may construct a deep understanding of geometric concepts.  

The hypothetical learning trajectory of the current study was prepared based 

on the geometric concept of three-dimensional shapes since it is seemed as difficult 

by students (Adolphus, 2011). For this concept, choosing an eighth-grade 

classroom was appropriate by considering the national curriculum and also the 

thinking levels of students.  

Looking at the literature, it can be concluded that there is a need for a 

learning environment in which students can express and share their ideas freely, 

comment on othersô works by accepting or refuting. Considering memorized 

learning environments, it can be argued that this may provide a more meaningful 

learning of geometry for students. In addition, it may be meaningful to add dynamic 

geometry software to the learning environment when considering the problems that 

students have in embodying the relationship between geometric structures in their 

minds. 

In this respect, this study is expected to fill a gap in the related literature by 

planning and preparing lessons through an instructional sequence and HLT on the 

concept of three-dimensional shapes and by supporting the lessons with using 

argumentations during classroom activities, giving daily life examples of related 

context and supporting the instruction with one of the dynamic geometry software 

GeoGebra.  

Additionally, this study aims to maintain an ongoing analysis and 

development process for obtaining classroom mathematical practices that occur 

during the classroom argumentations. With this aim, by adding technology 

supported activities in Stephanôs (2015) work an instructional sequence was 

prepared. By this way, it is planned to evaluate studentsô ways of thinking about 

geometry concepts, their errors in those ideas, how geometry lessons should be 

designed and what kind of tools should support the instruction of the lesson.  
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1.2 Definition of Terms  

 

Hypothetical Learning Trajectory(HLT) is a set of instructional activities 

designed to support studentsô mental processes like thinking and learning in a 

specific mathematical domain. It also aimed to support studentsô achievement in 

that specific domain (Clements & Sarama, 2004).   

For the current study, an HLT was prepared as a pathway for related context 

including expected and actual mental processes of students and the ways to support 

studentsô learning the context through argumentation and dynamic geometry 

software.  

 

Instructional Sequence includes set of tasks that are sequenced according to 

the developmental progressions for completing the hypothetical learning trajectory. 

Tasks are designed to promote studentsô conceptual learning of a particular content 

by requiring them applying the actions both by mentally and externally (Clements 

& Battista, 2000).  

In the current study, the instructional sequence was prepared based on 

Stephan (2015)ôs work and national curriculum.  

 

Classroom Mathematical Practices focus on the taken-as-shared ways of 

reasoning, arguing, and symbolizing that occur while arguing on specific 

mathematical content. Taken-as-shared ideas indicates the social environment that 

includes discussions about specific mathematical ideas by using appropriate 

mathematical language (Cobb, Stephan, McClain, & Gravemeijer, 2011).   

In the current study, classroom taken-as-shared ideas used as studentsô 

common understanding about a specific issue, and they produced the mathematical 

practice by constructing on each idea.   

 

Argumentation is a way of expressing studentsô justifications of 

mathematical ideas through classroom communication (Lampert, 1990).   
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In the current study, argumentations included both pair-discussions and 

whole class discussions on a specific context. Students expressed their own ideas, 

justified their works, responded on otherôs ideas by using argumentations.  

 

Dynamic Geometry Software are computer programs by which geometry 

can be learned interactively. These softwares provide students opportunities rather 

than paper and pencil by making constructions and justifications of geometric 

concepts under various transformations (Denbel, 2015).    

 

GeoGebra is a free dynamic geometry software for teaching and learning 

mathematics that can be used at all education levels beginning from elementary 

(Hohenwarter & Preiner, 2007). GeoGebra has many tools to help construction of 

geometric concepts. Users can construct many geometric concepts with their 

measurements. Also, it is possible to see various transformation of shpaes. This 

helps users to observe the relationship between geometric constructions and 

transformations dynamically.  
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CHAPTER 2 

 

 

 

LITERATURE REVIEW  

 

 

The National Council of Teachers of Mathematics (NCTM) (2000) 

emphasizes the importance of communication to develop studentsô mathematical 

understanding in Principles and Standards for School Mathematics. They state that 

the instruction should be designed to enable students to share their ideas in a 

mathematical community, evaluate and analyze others thinking in the classroom 

community. Students generally work together to construct their solutions while 

working on questions whose solutions require justifications (Mueller, 2009). 

Students should have opportunities to share and discuss their ideas with others to 

involve in mathematical discussions effectively and to reason about context 

(Lampert & Cobb, 2003). Ball and Bass (2003) assert that ñ. . . mathematical 

understanding is meaningless without a serious emphasis on reasoningò (p. 28). 

According to them, meaningful learning is possible by understanding the ideas of 

the other students and generating new ideas from it. In this context, through 

reasoning, students can reconstruct previous knowledge, which can be based on 

previous knowledge and create new insights. By giving the opportunity to reason 

about mathematical knowledge in a supportive environment like as young as 

primary school, young learners can create, reflect and evaluate assumptions and try 

to persuade others to accept these reasons (Maher & Davis, 1995; Yackel & Hanna, 

2003). The instruction is created that allows students to share their ideas with others, 

participate in mathematical discussions and reasoning, students can present 

persuasive arguments that show various ways of reasoning in the development of 

solutions to problems (Maher & Davis, 1995; Maher & Martino, 2000; Mueller & 

Maher, 2008). 
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 Researchers emphasize some characteristics of an effective classroom 

learning environment for mathematics and relatedly for geometry classes, such as 

task design, tools, representations, inviting children to explain and justify their 

reasoning and mathematical discussion (Davis & Maher, 1997; Francisco & Maher, 

2005; Maher & Davis, 1995; Mueller, 2009; Mueller & Maher, 2008).  

For some time, education researchers have recognized the potential for 

mathematics learning to be transformed by the availability of digital technologies 

such as computers, graphics calculators, and the Internet (Arnold, 2004; Forster, 

Flynn, Frid, & Sparrow, 2000; Lynch, 2006). For example, interactive whiteboards 

are predicted to be in at least one of every six classrooms around the world by 2012 

(Bowers & Stephens, 2011). These technologies offer new opportunities for 

students to communicate and analyze their mathematical thinking by enabling fast, 

accurate computation, collection, and analysis of data, and exploration of the links 

between numerical, symbolic, and graphical representations (Hennessy, Fung, & 

Scanlon, 2001). Researchers state that if used in appropriate way, technology may 

be very effective in teaching and learning practices in classroom environment. 

Particularly for the mathematics education, technology has the potential to support 

the instruction (Connell, 1998; Roschelle, Pea, Hoadley, Gordin & Means, 2000).  

In the same way, research support that usage of technology as an 

instructional tool provides an inquiry-based learning environment in which students 

communicate, argue, justify and explain their ideas to construct mathematical 

understanding (Chapman, 2011; Goos, Galbraith, Renshaw, & Geiger, 2003; 

Hªhkiºniemi, 2013). 

Since, studies stress the importance of collaborative learning environment 

and interaction of students, social constructivism has importance for the emergence 

of classroom mathematical practices (O'Donnell & King, 1998). For construction 

of knowledge, impacts of other people should be considered in terms of social 

interaction, classroom society (Jones & Brader-Araje, 2002; Palmer, 2005).  

In this respect, this chapter reviews the studies about the issues aligned with 

the aim of the study. First, the main concepts of the study HLT, classroom 

mathematical practices and argumentation in mathematics are discussed. After that, 

the geometry education and usage of technology -specifically DGS- are discussed 
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relatedly. Lastly, the philosophies who emphasize the current study social 

constructivism and RME are mentioned to explain the theoretical framework.  

 

2.1 Teaching and Learning Geometry 

 

Geometry provides opportunities for students develop their thinking and 

proving skills (NCTM, 2000). Thus, for many years, the teaching and learning of 

the geometry is an issue for educators and researchers (Adolphus, 2011; Baki, 2001, 

2002). Thus, it is affected by many reforms -specifically by modern mathematics 

reforms- which emphasize avoiding the usage of diagrams in lessons since they 

make the geometry difficult for students. Accordingly, students have confused 

because of the knowledge provided by those diagrams since they guide students to 

deductive thinking (Laborde, Kynēgos, Hollebrands, & Strasser, 2006).   

Many researchers viewed that the origin of the problem was in the absence 

of graphical representations associated with geometry as part of the repertoire for 

expressing mathematical meanings. They were expressing the absence of usage of 

diagrams a shortcoming for geometry teaching and learning. Freudenthal (1973) 

was among those researchers thinking as the same as the others; and he was 

followed by many researchers, which stressed the reintroducing of diagrams in 

geometry teaching. Despite the importance of usage of graphical representations in 

teaching and learning of geometry, it was not yet got the sufficient attention at those 

times.  

Various theories and studies about the teaching and learning of geometry 

focus on the van Hiele model of geometrical thinking (van Hiele 1986), the theory 

about figural concepts (Fischbein 1993, Mariotti & Fischbein 1997), the theory 

about figural apprehension (Duval 1998), and as a more recent theory of geometric 

work (Kuzniak, 2014). Moreover, there are more general theories focused on the 

specifics of geometry education such as about the conception, knowing, concept 

(abbreviated as cKc) model (Balacheff 2013), as a more recent use of discursive, 

collaborative, and material perspectives (Ng & Sinclair 2015a, b; Owens 2014, 

2015), and use of digital technologies for geometry education (Hegedus & Moreno-

Armella 2010; Jagoda & Swoboda, 2011). Looking at the literature, it can be 
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asserted that more recent studies preferred to evaluate studentsô reasoning about 

three-dimensional shapes by using dynamic geometry environments (Morgan & 

Alshwaikh, 2012), since three-dimensional thinking and understanding those 

concepts are labelled as difficult by learners (Adolphus, 2011).   

Looking at the research on geometry teaching and learning, the most 

obvious theory can be asserted as Van Hiele ós model originated in 1950s that 

proposed five thinking levels for geometry (Sinclair, Bussi, de Villiers, Jones, 

Kortenkamp, Leung, & Owens, 2016). Then, theories emerged that those thinking 

levels may not be definite to obtain (Lehrer et al. 1998).  For example, Wang and 

Kinzel (2014) evaluated use of mathematical terminology through parallelograms 

context. They studied with preservice elementary mathematical teachers and found 

that various reasoning types and differences emerged during participantsô 

discourses.  Forsythe (2015) investigated studentsô dragging strategies in a dynamic 

geometry environment and types of dragging modes through van Hiele levels. 

Using dynamic geometry software, it allows monitoring the change in the figures 

and increase the reasoning process to observe relations between the kite and 

rhombus.  

In another perspective, studies were conducted about figural concepts, 

figural apprehension and their dimensional constructions. In this context, these 

researches support that students should learn beginning from one-dimension to two-

dimension and later solids -that are three dimensional objects (Duval, 2000).  

Another perspective supports existence of spaces for geometric work. In the 

same context, Duval (1998) offers three kinds of cognitive processes for a 

geometric activity that students involve in as; visualization, construction by tools, 

and the last one is reasoning. He states that each of those steps is connected to and 

supports each other. He also stresses the importance of the visualization process 

related to the solution processes of a geometry problem. He defined some different 

approaches related to visualization process. Fischbein (1993) considers geometrical 

concepts as they include two sub-components as the figural the conceptual. The 

relation between those two components cannot be separated and also students 

should ground on a mental construction process. In the same respect, Kuzniak 

(2014) mentioned two interconnected planes as epistemological and cognitive 
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planes. Epistemological plane included support of materials, use of artefacts and 

geometric definitions and properties. Cognitive plane was defined as combination 

of visualization process, construction process (including use of materials) and 

discursive process supporting geometric argumentation. In a later research, Gomez-

Chacon and Kuzniak (2015) focused on the effects of DGS on relationships 

between those three processes that visualization, instrumental and discursive. These 

studies exemplified use of combination of epistemological and the cognitive 

dimensions effected geometric reasoning.  

One of the more recent models about teaching and learning geometry has 

developed as ckc (conception, knowing, concept) (Balacheff 2013). This is a 

perspective that focus on studentsô understanding by considering situational 

characteristics. In this respect, Gonzalez and Herbst (2009) focused on studentsô 

conceptions about congruency. They proposed four conceptions as perceptual, 

measure-preserving, correspondence, and transformation. The study conducted in a 

high school and dynamic geometry environment and authors concluded that 

concluded that measuring process did not supported transformation process and 

there was a need for a theoretical approach to highlight this issue.  

Another recent understanding about geometry is discursive perspective 

including argumentations. Recently, many researchers have supported use of 

argumentations and discursive activities. In this respect, in Massarwe, Verner and 

Bshoutyôs (2010) study, prospective teachers worked about construction and 

analysis of geometric ornaments and taught geometry by using this context to 

middle school students. Middle school studentsô creations were observed when they 

constructed new ornament styles, worked on problems including ornaments and 

tried different ways to solve these problems. Rowlands (2010) offered a curriculum 

initiative including history of Greek geometry. The aim was to encourage discourse 

which could provide opportunities for students to understand abstract proof. Owens 

(2014, 2015) studied with different cultures about space and geometry. Data were 

collected by interviews, questionnaires, field experiences, focus groups and 

personal stories to provide a framework that is useful across a range of languages 

and cultures for teaching early mathematics education. Ng and Sinclair (2015a, b) 

used a communicational approach. For instance, Ng and Sinclair (2015a) 
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investigated childrenôs learning of reflectional symmetry by use of dynamic 

geometry software. They conducted a classroom-based instruction, they evaluated 

the changes in studentsô thinking about reflectional symmetry. Use of DGS and 

argumentations supported studentsô understanding of symmetry. Ng and Sinclair 

(2015b) investigated junior high school studentsô reasoning about area. They used 

shearing in dynamic geometry environment. The aim was moving students from 

formula-driven and computational conception of area to get conceptual 

understanding. They found that dynamic geometry technology that supported 

studentsô learning, as well as the teacherôs role in orchestrating classroom 

argumentations.  

Geometry interests in space and shapes (Clements, 1998). It studies spatial 

objects such as shapes, their edges, grids; relations such as equality, parallelism; 

and transformations such as reflection and rotation. To make these concepts clear 

for students, teachers use various representations, such as drawings, schemes, and 

graphs. These ways of representations give the contextual descriptions of geometric 

concepts, may support the conceptual understanding of students, and help them to 

develop their spatial reasoning (Hallowell, Okamoto, Romo, & La Joy, 2015).   

The most emphasized geometric thought is spatial reasoning which is 

defined as the ability to ñsee, inspect and reflect on spatial objects, images, 

relationships, and transformationsò (Battista, 2007, p.843). Spatial reasoning 

includes building and manipulating mental representations of these objects, 

relationships, and transformations, generating images, inspecting images to answer 

questions about them, transforming and operating on images, and maintaining 

images in the service of other mental operations (Clements & Battista, 1992; 

Clements, 1998; Battista, 2007). For example, we might see in our mindôs eye what 

shapes would result from cutting a square from corner to corner. Thus, spatial 

reasoning provides not only an input for formal geometric reasoning, but also 

provides critical cognitive tools for it. But, many students have difficulties in 

geometric and spatial thinking (Mamolo, Ruttenberg Rozen & Whiteley, 2015) 

These include, creating three-dimensional structures of unit-cubes, making, and 

working with two-dimensional representations of three-dimensional objects, 

including plans and isometric diagrams, using and making two-dimensional nets of 
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three-dimensional objects and comparing mathematical properties of three-

dimensional shapes. Therefore, it is necessary to use appropriate language to the 

level of students as well as various activities supporting geometric thinking and 

spatial skills (Kalbitzer & Loong, 2013).  

As mentioned in the previous section, the reflections of the developments in 

technology have brought many changes to the classes. It is not expected that the 

geometry, which constitutes an important part of mathematics, is excluded from 

this effect. Geometry has a critical position in mathematics because of its 

contribution to the physical world. It has been used throughout history to explain 

much mobility from micro worlds to macro worlds. However, research has revealed 

that students do not develop strong conceptual understandings (Mistretta, 2000).  

Denbel (2015) explains that, in traditional classrooms, geometry lessons are 

performed by paper and pen. Similarly, geometry textbooks that students use just 

give descriptions and figures afterwards. However, for some situations, those 

illustrations may not be much comprehensive for not providing a visual description 

of the geometric concept for the studentsô construction of it.  Because geometry, in 

general, requires a dynamic visualization of figures or shapes, but textbooks have a 

static nature in themselves (Christou, Pittalis, Mousoulides, & Jones, 2005). By 

working with textbooks, students are left to complete the dynamic visualization of 

geometrical figures or shapes by their own mental processes (which can be 

impossible for many times).  Textbooks provide only one ideal and most common 

form of any shape or figure, but students need to construct the whole forms of the 

figure or shape in their minds. Thus, it can be concluded that, in general, those 

textbooks are not appropriate with the construction process. In paper-and-pencil 

environment, it is possible to observe the last product of construction process on 

the textbooks; but it ignores studentsô mental process (Smith III, Males, & 

Gonulates, 2016). Reversely, to provide a conceptual understanding of geometric 

concepts, it is important for students to develop abilities for mental imagination of 

shapes and figures (Baki, 2001). Because to get a conceptual understanding of such 

as proofs, theorems and formulas, those require an insight and ability of mental 

imagination related to flexibility of shapes or figures (Kondratieva, 2013). 

Textbooks are far away from providing the dynamic nature of geometric concepts 
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on paper (Hazzan & Goldenberg, 1997). Consequently, students often fail to 

understand or fail to develop a conceptual understanding for the taught concepts. 

Because, it is difficult for nearly all students to visualize for instance, how to 

produce the formula for the volume of a cylinder, to which knowledge they can 

relate it while finding. Thus, to understand conceptually and internalize the concept 

creates a mental challenge to students in the pencil and paper environment that is 

the point what makes learning geometry difficult for many of them (Baki, 2001, 

2002).  

In addition, the Euclidean geometry, which is being taught in our schools, 

cannot provide students with rich experiences and present research and exploration 

environments (G¿ven & Karataĸ, 2005). Students who cannot find themselves in 

enriched experiences choose to memorize the rules, associations, examples, and 

proofs when necessary. Many teachers avoid using pencil and paper to form and 

measure shapes in order to explore associations in geometry lessons (Goos & 

Bennison, 2008). Because it takes a lot of time to form these shapes, measurements 

do not give accurate results (De Villiers, 1996). In addition, it is an issue in 

traditional environments to create new forms for students to generalize through 

induction (G¿ven & Karataĸ, 2005). The restrictive structure of traditional school 

geometry has recalled the idea of teaching other geometries instead of Euclidean 

geometry in many countries, especially in America (G¿ven & Kosa, 2008). 

Perhaps, it was the dynamic geometry software, such as Cabri Geometry, 

Geometerôs Sketchpad and GeoGebra, that the technology has introduced to the 

field of education that saved the embedding of Euclidean geometry in the history 

(De Villiers, 1996). 

In the same context, Goodson-Espy, Lynch-Davis, Schram, and 

Quickenton, (2010), studied with preservice teachers. By referring to Kennedy, 

Tipps, and Johnsonôs (2004) explanation as elementary school geometry should be 

based on four basic areas including topological, Euclidean, coordinate, and 

transformational; they constructed and organized their study and context around 

those areas. They stressed that to be an effective teacher and to support their 

students in getting conceptual understanding of geometry, at first hand, preservice 

teachers should get that understanding themselves before they teach. Accordingly, 
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they evaluated how can geometry method courses can be designed to help 

preservice teachers to get basic geometric concepts meaningfully; and how 

technological tools may be helpful in this way. They supported the instruction of 

the study with 3-D computer graphics. At the end of the study, the results showed 

that knowledge of preservice teachers increased in terms of basic geometry 

concepts.  The participated preservice teachersô usage of geometric terminology 

improved, and they felt themselves more proficient especially in 2-D and 3-D 

geometry and ready to teach those contexts.  

Reviewing literature, while some studies prefer to work with textbooks, 

drawings and concrete materials (Hallowell, Okamoto, Romo, & La Joy, 2015; 

Thom & McGarvey, 2015), it is seemed that various studies are conducted by using 

technology -specifically dynamic geometry environments- to evaluate studentsô 

learning of particular geometric concepts and improve their conceptual 

understanding (Zahner, Velazquez, Moschkovich, Vahey, & Lara-Meloy, 2012), to 

evaluate their visualization skills and their spatial reasoning (Ng & Sinclair, 2015b; 

Owens & Highfield, 2015; Sinclair & Moss, 2012), to enhance argumentations of 

mathematics ( Morgan & Alshwaikh, 2012), and to evaluate effects of DGS on 

studentsô mathematizing (Greefrath, Hertleif, & Siller, 2018).  

For instance, Morgan and Alshwaikh (2012) tried to understand the 

discursive resources may affect studentsô participation to mathematical activities. 

They gathered data from an experimental teaching program, conducted as a part of 

math project focusing on 3-D shapes. An instructional sequence was prepared 

including dynamic geometry software to provide students make connections 

between static and dynamic contexts of domain based on Stephan (2015)ôs work. 

The study showed that supporting instructional activities with dynamic geometry 

environment supported studentsô participation to the mathematical discussions 

about related context and enhanced construction of argumentative classroom 

environment.  Similarly, Granberg and Olsson (2015), investigated sup-port of 

GeoGebra on studentsô collaboration and creative reasoning during mathematical 

problem-solving activities. Students worked in pairs to solve a linear function using 

GeoGebra. For data collection they recorded conversations, and computer 

activities. Gathered data were analyzed using Lithnerôs (2008) framework of 
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imitative and creative reasoning. The results of the study indicated that the use of 

GeoGebra supported collaboration by providing students a shared working area and 

relatedly to think more creatively by this sharing and exchanging ideas. Use of DGS 

as an instructional tool, enhanced studentsô collaboration and communication. In 

the same respect, Lai and White (2014) designed a different study. In their study, 

students worked in four groups collaboratively. The research was a part of a larger 

project and students dragged the four vertices of a quadrilateral by using mobile 

devices. The findings indicated that studentsô working collaboratively was also an 

indicator of their enhanced learning when compared to individual working. 

Looking at the literature, it can be deduced that recent trends about geometry 

education has focused on use of collaborative learning environment including 

classroom argumentations. Moreover, as mentioned above, the introduce of 

Dynamic Geometry Software (DGS) to the teaching and learning of geometry has 

become a possible solution to the defined problem above. Use of argumentations 

which supports collaboration and communication among students and use of DGS 

together may provide dynamic and visual representations of geometric concepts for 

the students.  The current research explores studentsô learning experiences with 

guidance of an instructional sequence and the conjectured HLT by supporting DGS 

and using it as an instructional tool. The detailed information will be provided in 

the following sections of this part.  

 

2.2 Solids  

 

Geometry plays an important role in making correlations between 

mathematical concepts and everyday life (NCTM, 2000). Therefore, the reason for 

overemphasizing geometry teaching can be asserted. Thus, there is a call for a 

comprehensive geometry teaching and spatial reasoning in mathematics curriculum 

(NCTM, 2006). The development and improvement of teaching and learning 

theories is one of the main objectives of research in education. Focusing on this 

process involves developing and refining theories, especially on geometry teaching 

and learning, and applying more general theories to the properties of geometry 

education.  
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Compared to the other fields of mathematics, geometry is a domain that 

contains more abstract concepts in particular three-dimensional shapes that require 

students to think comprehensively using their visualization skills (Yēldēz, 2009). 

Most of the problems that students face with while teaching and learning are said 

as solid shapes, polygons, triangles, geometrical ratio, and geometrical 

transformation. They are generally identified as difficult concepts for students and 

teachers (Adolphus, 2011). Since the solid shapes (or three-dimensional shapes) are 

defined as problematic by students, it may be beneficial and significant to conduct 

a research and evaluate the lessons based on those three- dimensional shapes.  

By reviewing the literature, studies on three-dimensional shapes, especially 

based on studentsô ability to establish links between the two-dimensional 

representations of three-dimensional solids and also focus on the ability of 

reasoning about those three-dimensional solids. The researchôs first part focuses on 

generally drawings of solids (Lehrer, Jenkins, & Osana, 1998), drawing their nets 

(Potari & Spiliotopoulo, 1992), recognition of nets (Bourgeois, 1986), description 

of nets (Lawrie, Pegg, & Gutierrez, 2000), construction of nets (Despina, Leikin, & 

Silver, 1999) were examined. Studies about judgement skills were especially based 

on examination of different structures formed with cubes (Battista & Clements, 

1998; Ben-Chaim, Lappen, & Houang, 1985), studentsô reasonings are examined 

according to Van Hiele levels (Gutierrez, Jaime, & Fortuny, 1991), students' spatial 

thinking skills (Saads & Davis, 1997), and integration of the technology and 

software to the teaching three-dimensional shapes (Markopoulos & Potari, 2005; 

McClintock, Jiang & July, 2002). Also, a variety of studies examined the preservice 

teachersô understanding of visualization of solid shapes which is also important for 

teaching those concepts (Gºkkurt, ķahin, Erdem, Baĸēb¿y¿k, & Soylu, 2016; 

Markopoulos, Chaseling, Petta, Lake, & Boyd, 2015; Pittalis, Christou, & Pitta-

Pantazi, 2012).   

Potari and Spiliotopoulo (1992) aimed to explore the childrenôs perceptions 

about nets of solids and relatedly, their ability of visualization of characteristics of 

solids according to their nets. The participant students were asked to draw the nets 

of the given objects as matchbox, toilet roll and sardine tin. Also, they were 

interviewed to explain their drawings. Moreover, the study included whole class 
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discussions on relations between the objects and studentsô drawings. The study 

explored the ways of childrenôs imagination and drawings of the nets of objects 

given to them that revealed children's understanding of space. They found that the 

physical objects and classroom discussion supported students understanding and 

drawings relatedly. In Gutierrez (1996), he outlined the importance of visualization 

in geometry learning, especially in three dimensional solids. He discussed about 

roles of mental images and ability of visualization in learning and reasoning on 

mathematics. He pointed that usage of technology would be helpful to gain those 

abilities.  

Similarly, Lehrer, Jenkins, and Osana (1998) designed a three-year 

longitudinal study and examined the studentsô conceptions of two and three-

dimensional shapes, the measurement of length and area, mental manipulation of 

drawings and graphing. For the study of three-dimensional shapes (solids), the data 

were collected through drawing and spatial visualization tasks. The study found that 

curricular practices promote the conceptual change. They suggested that for 

learning geometry, a systematic instruction should be provided especially for later 

years of students.  

McClintock, Jiang and July (2002) reported the four studies were carried 

out for four years. Those related studies investigated the middle and high school 

studentsô development of geometric thinking and reasoning through three-

dimensional visualization. The study was supported by Geometerôs Sketchpad that 

is one of the DGS. They constructed the dynamic representation of those solids. 

The study followed a constructivist approach and found that DGS provided 

opportunities for students and has a positive effect on them.  

Similarly, Marcopoulus and Potari (1999, 2000, 2005) studied on a part of 

the project, studentsô thinking about three-dimensional solids and properties of 

those solids. They used three different contexts for the study. First one was with the 

studentsô usage of physical materials, the second one was defined through studentsô 

interactions in a computer-based environment and the last one was formed by 

studentsô visualization abilities concerning dynamic transformations of the solids. 

Each report explained the one phase of the project. The project concluded the 

importance and support of the materials used in the geometry lessons related to 
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studentsô conceptual understanding. Those materials were especially physical 

dynamic materials and dynamic software. As a result, although not all the students 

reached an advanced level of thinking, the context designed with the support of 

dynamic objects both physical or on computer increased the development of most 

of the studentsô geometrical thinking. In the same context, Presmeg (2006), 

evaluated the studies about the importance of visualization in understanding 

geometry, she discussed the importance of visualization skills especially in context 

of 3-D solids; as a last point the place of computer technology in geometry teaching 

and learning. She underlined the research state that in conceptual understanding of 

geometric concepts and relations, visualization is the critical point in the 

instruction. Especially, in learning of 2-D, 3-D and transformation geometry, those 

skills are very crucial, and usage of computer technology has a positive effect on 

studentsô learning.  

Cheng Meng and Idris (2012) explored effects of phase-based instruction 

by using Geometerôs Sketchpad (GSP) on studentsô geometric thinking and 

achievement in solid geometry. They used van Hieleôs geometric thinking levels. 

The study was a case study. The illustrated that use of GSP thorough phase-based 

instruction could support the participantsô geometric thinking and achievement in 

terms of solid geometry. 

Marchis (2012) conducted a research on pre-service primary school 

teachersô mastering some notions and properties related with shapes and solids in 

elementary level. The research illustrated that there were students who could not 

recognize basic geometrical shapes or solids. Most of the students could not state 

correct definition for geometrical shapes and they could not explain the basic 

properties of the shapes. Regarding geometrical solids, most of the students 

couldnôt draw the correct two-dimensional representation of the solids and most of 

them didnôt know how to draw the net of them. 

Huang (2012) examined effects of computer-based curricula in terms of 

volume measurement concepts in fifth-grade geometry lessons. The research also 

evaluated how did the computer-based curricula effect on studentsô ability to solve 

volume measurement problems that demand mathematical explanations. The 

instructional approach included an environment in which students could 
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representing and communicating their solutions, reasoning about explanation, 

evaluating measurement claims, and clarifying their mathematical thinking. The 

context of the instruction was about volume of a unit cube, geometric properties of 

a 2-D shape and a solid, transformation of 2- and 3-D figures, differences between 

area and volume. Findings indicated that guided argumentative and computer-based 

instruction enhanced studentsô acquisition of volume of solids. Moreover, they were 

likely to show gains in explaining mathematical thinking for volume measurement 

when they exposed to that kind of enriched curriculum.  

Latsi and Kynigos (2012) studied with six graders in a public school of 

Greece. The participating classroom included 23 students involved in 16 teaching 

sessions for two months. The students worked collaboratively on 3-D shapes 

through their dynamic manipulations and transformations by using 3D turtle 

geometry.  The results indicated that use of turtle geometry provided more 

constructivist approaches for students and enhanced collaboration among them.  

In Kalbitzer and Long (2013), they prepared open-ended tasks based on 

three dimensional solids.  They used multiple representation methods to teach solids 

including computer applications. They taught year 5/6 mixed ability class by this 

way. The study showed that students like to engage in activities that differ from 

traditional methods. Also, they observed that usage of concrete or technological 

manipulatives and tools was directly related to the studentsô interest and 

understanding of three dimensional shapes since they provide students mental 

visualization of the context.  

Ķncikabē and Kēlē­ (2013), conducted a study that aimed to analyze and 

evaluate the conceptual knowledge of three-dimensional solids in primary school 

level. For this reason, they prepared a diagnosis test that consist of three questions 

related to conceptual knowledge of cube, square prism, and rectangular prism. 272 

students participated to the study and 12 of them were chosen for the interview. 

Data analysis were conducted both quantitively and qualitatively. The results 

showed that most of the students cannot name the solids and cannot tell their 

features, very few of them could. Additionally, it was obtained that students have 

some misconceptions about geometric concepts in solids. Students often confused 

three-dimensional objects with the names of two-dimensional shapes. Moreover, 
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some participating students couldnôt provide any explanation to the questions nor 

prove their own claims.  

G¿­ler, Hegedus, Robidoux, & Jackiw, (2013) examined the experiences of 

fourth grade students. They involved in a dynamic geometry environment and 

explored the characteristics of 3D shapes. This dynamic multi-modal environment 

supported semiotic mediation and provided social interaction since students worked 

in groups. The researchers mainly focused on studentsô discourse on 3D shapes. 

Results showed that use of technology by combining inquiry environment ñhave 

the potential to present students with the opportunities to explore 3D objects 

through multiple perceptions, supporting meaningful discourse as students engage 

in mathematical activities such as exploring, conjecturing, negotiating meaning, 

and sensemakingò (p. 97).  

Chang, Wu, Lai, and Sung (2014) developed a system to facilitate learning 

of 3-D geometry by supporting spatial thinking. They developed that system based 

on Duval's four critical elements of geometric learning that, perceptual 

apprehension, sequential apprehension, operative apprehension, and discursive 

apprehension. The idea of the system was based on supporting high school students 

learning of 3-D geometry problem-solving. Also, it offered an approach for 

manipulating spatial figures to develop the students' visualization skills and 

conceptualization of images. 58 students participated from different classes. The 

experimental group learned by mentioned system and the control group used 

traditional pencil-and-paper method. The findings indicated that proposed system 

increased students understanding of 3-D geometry and enhanced their spatial and 

visualization abilities.   

In this respect, Markopoulos et all., (2015) examined primary and early 

childhood preservice teachersô geometric thinking and visualization processes on 

three dimensional shapes. Authors stated that 3-D shapes were very complex to 

visualize and require improved spatial abilities Researchers studied with 289 pre-

service teachers. Results of study indicated that it was difficult for students to 

decode and encode the visual information. They found difficult to identify and 

understand the relationship between flat (two-dimensional) representation of solids 

and their 3-D mental constructions. Incorrect ideas were occurred incorrect ideas 
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related to volumes of solids. Study was an indicator of preservice teachersô need 

for developing their visualization and conceptualization of 3-D objects. Moreover, 

two-dimensional learning was inadequate for teaching and learning of solids in 

terms of providing preservice teachers information and activities to help them 

develop their spatial abilities. 

Kotsopoulos, Zambrzycka, and Makosz (2017) conducted a study whether 

there were visual-spatial gender differences in two-year-old children. They also 

evaluated environmental and cognitive factors that affect and make any 

contributions to childrenôs visual-spatial skills. Moreover, they looked for gender 

differences for these factors. 63 children were assessed on their visual-spatial skills 

including works based on intelligence, quantitative reasoning, working memory, 

and home spatial activity engagement. Additionally, childrenôs mothers were 

assessed in terms of mental rotation skills. The study questions were mainly about 

childrenôs getting in touch with three-dimensional objects, toys, and shapes. 

Findings of the study indicated that there was no difference between boysô and girlsô 

visual-spatial skills at age two.  

When the national curriculum of mathematics course is examined, it is seen 

that besides geometrical shapes, geometrical objects are also included. The students 

have the knowledge of cube, rectangle prism, cylinder, sphere, cone, and pyramid 

beginning from first grade through fourth grade (MoNE, 2013). When the student 

reaches the fifth grade, it is expected that the students explain the properties by 

specifying the names of the geometric objects. Later, at the middle school level, 

students are expected to acquire deeper understanding of those shapes including 

their nets, surface areas, and volumes, since they move to higher-level thinking 

skills (MoNE, 2013). 

In this respect, the current study studied studentsô understanding of three-

dimensional solids -specifically prisms and cylinder- by conducting a design-based 

research. For this aim, an instructional sequence and HLT was prepared including 

basic features of prisms, their surface area, basic features of cylinder, its surface 

area and volume by supporting the process with argumentations and DGS.  
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2.3 Classroom Mathematical Practices 

 

For many years, researches have focused on the sociological side of the 

teaching and learning of mathematics. Specifically, the focus is cooperative 

learning by forming classroom mathematical practices (Ball & Bass, 2000; Cobb & 

Bauersfeld, 1995; Cobb, Stephan, McClain & Gravemeijer, 2011; Stephan & 

Rasmussen, 2002). In general, they prefer to focus on the social side of the teaching 

and learning of the mathematics, since mathematics is considered to be learned in 

community by doing mathematics (Cobb, Yackel & Wood, 1992; Yackel & Cobb, 

1996). The studies in the literature have focused on the different sides and 

definitions of classroom mathematical practices. For example, Bowers, Cobb and 

McClain (1999), defined the mathematical practices as ñfocuses on shifts in ways 

of acting and reasoning mathematically that become institutionalized and hence are 

beyond justificationò (p.28).  

There are some researchers that define and use the term mathematical 

practices from different perspectives. For example; Font, Godino and Gallardo 

(2013) defines the mathematical practices from two perspectives. First one is 

operative side which is the reading mathematical texts and production of 

mathematics, and the second one is discursive side which is about reflection on the 

former activities.  Moschkovish (2002), brings a different point of view to the term 

and distinguishes it in two groups. First one is defined as activities such as shopping 

and ordering. The second one is academic practices which are about the academic 

side of the mathematic that occur in school environment such as performing 

mathematical talks, involving in mathematical activities like problem solving etc.  

In Moschkovich (2004), she describes goals, meanings and focus of attention of 

those practices. In Moschkovich (2007), she analyzes discourse practices of a third-

grade classroom. In that study, she distinguishes school and professional 

(academic) practices. Because, she thinks that school mathematical practices do not 

reflect the practices that mentioned in the mathematical literature. She points out 

that most of the mathematical classrooms do not produce the practices that 

explained by mathematicians. As a last point, Godino, Batanero and Font (2007) 

states that mathematical practice is ñany action or manifestation (linguistic or 
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otherwise) carried out by somebody to solve mathematical problems, to 

communicate the solution to other people, so as to validate and generalize that 

solution to other contexts and problemsò (Godino, Batanero, & Font, 2007, p. 129). 

In here, they highlight the role of mathematical activities by using in construction 

of mathematical practices. 

Classroom mathematical practices occur while arguing specific 

mathematical ideas and it is a way of sharing, arguing, reasoning of those ideas 

(Cobb, Stephan, McClain & Gravemeijer, 2011).  The definition that produced by 

Cobb et al. (2011) as ña conjectured learning trajectory as consisting of an 

envisioned sequence of classroom mathematical practices together with conjectures 

about the means of supporting their evolution from prior practicesò (Cobb et al., 

2011, p. 125). A similar definition is made by Bowers, Cobb and McClain (1999) 

as the ways that ñthe teacher and students discuss problems and solutions, and these 

practices involve means of symbolizing, arguing, and validating in specific task 

situationsò (p. 28). The starting points of those definitions are the individual and 

social views of learning process. As it is stated in the definitions, the mathematical 

practices imply taken-as-shared ways of reasoning, discussing, and arguing 

mathematically. Cobb, Wood, Yackel and McNeal (1992) defined the taken-as-

shared ways as a process that performed by arguing on mathematical explanations, 

justifications, symbolizations etc. which end up with emergence of classroom 

mathematical practices. Accordingly, it can be concluded that the emergence of the 

mathematical practices is strongly related to the social interaction among classroom 

members. By creating a socially active classroom environment, students can be 

motivated to involve in process of mathematics teaching and learning more 

voluntarily (Cobb & Yackel, 1996). 

By reviewing the explanations and definitions, it can be understood that 

classroom mathematical practices are just formed by cooperative learning in the 

classroom environment. The formation of classroom mathematical practices is 

influenced by the individual studies and activities of students as well as by 

collective learning environment. Hence, it is not possible to ignore the individual 

work of students in the formation of classroom mathematical practices. The critical 

point in the process of development of classroom mathematical practices is to 
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evaluate the ways of studentsô participation in the collaborative learning 

environment and trying to make some contributions to that environment (Cobb & 

Yackel, 1996).  

The formation of classroom mathematical practices is mentioned as when 

the classroom practices become taken-as-shared (Cobb, Stephan, McClain & 

Gravemeijer, 2011). To make classroom practice taken-as-shared, there is a need 

for students should make some contributions such as sharing ideas, giving 

examples, making justifications, proving solutions etc. Those activities are products 

of students own mental processes and this is the point why the individual 

participation of students has that much importance. Cobb and Yackel (1996) 

underlined the same point by stating that there is an interrelation between those 

studentsô individual and social participation. They mentioned students make a 

permanent contribution to the classroom mathematical practices during they 

reorganize their own individual works and activities and participating to the 

classroom mathematical practices force them to reorganize their works permanently 

(Cobb & Yackel, 1996). Relatedly, Cobb and Bowers (1999) stated that to provide 

the individual learning of students, it should have provided them opportunities in 

which they can participate the social context of classroom by sharing their ideas 

(Cobb & Bowers, 1999). 

As mentioned above, mathematical practices are the ways of studentsô 

understanding, explaining, justifying, refuting, reasoning of a specific 

mathematical context, and make them taken-as-shared by the classroom community 

(Bowers, Cobb & McClain, 1999; Cobb et al., 2011; Stephan, Cobb & Gravemeijer, 

2003). To identify classroom mathematical practices, studentsô ways of reasoning 

and their reflections are taken as starting point. The reflections of students occur 

during the classroom argumentations and the activities on a specific content 

(Stephan, Bowers, Cobb & Gravemeijer, 2003). Thus, social learning including 

individual practices of students are the focus of the classroom mathematical 

practices. Accordingly, the data about the learning environment including 

classroom discourse and usage of the learning tools are collected by social side of 

the classroom which is the formation of classroom mathematical practices (Stephan 

& Rasmussen, 2002).  
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By participating to the classroom activities including classroom discussions, 

students are forced to develop social and socio-mathematical norms in the 

classroom environment which support the development of mathematical practices 

(Akyuz, 2014; Cobb et al., 1997; Stephan & Akyuz, 2012). Detailed information 

will be given about these norms in the following sections. These norms are 

important since they shape studentsô classroom mathematical practices that are 

constructed by taken-as-shared ways of ideas. Additionally, while these norms 

support the formation of classroom mathematical practices, they also provide 

information about the features of classroom interaction between participants of the 

classroom community (Cobb et al., 1997).  

According to the information above, there are two critical elements of 

classroom environment in which learning take place and those social and individual 

sides of learning. This is the same perspective with the one that social 

constructivism states. Accordingly, learning take place in the classroom 

environment with the equal effect of those two sides of the community. In the 

current perspective, studentsô understanding, and development of mathematics are 

evaluated throughout both their individual works and their participation to the 

classroom discussions and activities in which classroom mathematical practices 

emerge (Cobb et al., 2001; Cobb et al., 2011). Additionally, this perspective 

embraces two consecutive parts that each student makes some contributions to the 

classroom community by their individual works and that classroom community 

forms the classroom mathematical practices by the support of taken-as-shared ways 

of students (Cobb et al., 2011). Thus, in the current study, those perspectives of 

social constructivism are considered as a path to obtain and evaluate the classroom 

mathematical practices since they emerge by the students social and individual 

contributions to the classroom community. Also, parallel to the current study, Cobb 

et al. (2011), it is stated that in the literature, the studies focusing on evaluation of 

classroom mathematical practices generally use a design-based approach to link the 

theory and practice. It is possible to see various studies conducted to evaluate the 

classroom mathematical practices in different contexts (Bowers, Cobb, & McClain, 

1999; Cobb et al., 2011; Stephan & Akyuz, 2012; Stephan et al., 2003; Stephan & 

Rasmussen, 2002).  
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Bowers, Cobb, and McClain (1999) defined classroom mathematical 

practices as classroom mathematical practices have students' ways of interpreting 

and solving specific instructional activities. Specifically, they explained classroom 

mathematical practices include teacher and studentsô discussions on problems and 

their solutions. Additionally, those classroom practices should be constructed on 

explaining, justifying, symbolizing, questioning, and arguing about specific tasks 

or contexts. In their study, as an illustration, interpretations and solutions that 

involved counting by oneôs was established mathematical practices at the beginning 

of the school year in participating second-grade classrooms. During the experiment, 

some students from those classes could be able to develop solutions related to 

conceptual understanding of units of ten and one. After doing that, students were 

obliged to explain and justify their interpretations of number words and numerals. 

At the end of the school term, solutions based on such interpretations were taken as 

self-evident by the classroom community. Doing the interpretation of number 

words and numerals in the related context was beyond justification and accepted as 

a classroom mathematical practice. This example serves to illustrate that an analysis 

of classroom mathematical practices focuses on shifts in ways of acting and 

reasoning mathematically that become institutionalized and hence are beyond 

justification (Bowers, Cobb & McClain, 1999). 

Bowers and Nickerson (2001) designed a study to establish preservice 

teacherôs mathematical practices in a dynamic geometry environment. In the study, 

preservice teachers involved in teaching sessions by using Geometerôs Sketchpad. 

In an undergraduate course, their social norms, socio-mathematical norms, and 

mathematical practices are evaluated. Learning environment was constructed on 

classroom discussions. The study was performed by designing, testing, modifying 

and retesting the conjectured learning trajectory. The studentsô individual and 

collective learning activities were examined through social and socio-mathematical 

norms and mathematical practices. The study obtained four mathematical practices 

by using framework of Cobb et al. (1997). 

In the study of Stephan and Rasmussen (2002) the classroom mathematical 

practices were examined during 15-week classroom sessions. They used the RME 

theory for the study and the participants were university students. The instructional 
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sequence was designed through the context of differential equations for engineers. 

Studentsô learning of differential equations was examined through the studentsô 

classroom argumentations which are designed and guided by a learning trajectory 

and an instructional sequence. Toulminôs argumentation model was used to obtain 

the structure of the classroom discussions. To determine the taken-as-shared 

mathematical ideas which form mathematical practices, emergent perspective and 

a three-phase scheme were used. There have been six mathematical practices 

obtained that formed during the experiment. The researchers state that according to 

the results of the study, it is critical to form the classroom mathematical practices 

through the time and structure concepts.  

Andreasen (2006) conducted qualitative study at an undergraduate 

mathematics education course for 16 elementary school teacher candidates. The 

study investigated classroom mathematical practices on the concept of place value 

and whole number operations.  A design-based research approach was used for 

formulating the study with an HLT and instructional sequence related to place value 

and operations. The emergent perspective that aim to coordinate both individual 

learning and the social aspects of the classroom was used for data collection and 

analysis. Data analysis for the establishment of classroom mathematical practices 

was conducted using Toulminôs argumentation model. A three-phase approach 

described by Rasmussen and Stephan (2008) and Stephan and Rasmussen (2002) 

was used to determine classroom mathematical practices. The study provided 

insights for the refinement of the HLT and in defining an instructional theory for 

preservice teachersô understanding of place value and whole number operations.  

Roy (2008) conducted a design-based research to evaluate preservice 

teachersô classroom mathematical practices in whole number concepts and 

operations. For this study, the researcher used the revised learning trajectory of 

Andreasen (2006). To obtain and analyze the classroom mathematical practices the 

same methods were used as, Toulminôs argumentation model and Rasmussen and 

Stephanôs three-phase methodology (2008). There have been Four classroom 

mathematical practices evaluated.  

Similarly, Stephan and Akyuz (2012) examined the classroom mathematical 

practices of a seventh-grade classroom with a design-based research. They also 
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used the RME theory for the framework of the study. Through the classroom 

sessions of the participating classroom, classroom mathematical practices were 

evaluated via testing and revising an HLT in the context of integer addition and 

subtraction. The instructional tools that used for the study were financial tables and 

vertical number lines. With the guidance of HLT and instructional sequence, 

classroom mathematical practices were evaluated through 19 class sessions in the 

context of addition and subtraction of integers. To analyze the experimental 

process, Krummheuerôs (2015) adaptation of Toulminôs argumentation model was 

used. By this way, the obtained logs that were used to identify the collective 

activities of the students that form the classroom mathematical practices. To obtain 

the classroom mathematical practices, a three-phase approach was used which is 

described in Stephan and Rasmussen (2002). Studentsô taken-as-shared ideas in the 

context of addition and subtraction of integers and the argumentation process of the 

studentsô construction of the conceptual understanding of related context were 

revealed the classroom mathematical practices. Results showed that there have been 

five mathematical practices obtained through the classroom sessions of the addition 

and subtraction of the integers. Additionally, researchers applied pre-posttests to 

the participant students to obtain and evaluate the effectiveness of HLT on studentsô 

achievement. The quantitative data from those tests implicated that with the support 

of instructional sequence that are prepared in the integers concept, students 

developed and improved their conceptual understanding on the related context more 

effectively.  

Akyuz (2014) examined the classroom mathematical practices under the 

framework of RME and by using a design-based research approach. The 

participants were ten students from university which were from department of 

mathematics teacher education program. Also, eight of them were juniors and two 

of them were senior grade students. The study conducted during ñteaching 

experimentò course which is an elective course for teacher education programs. 

Through the concept of circle unit, the participantsô classroom mathematical 

practices were evaluated with the guide of a conjectured HLT by testing and 

revising it. The instructional tool that used of the study was GeoGebra which is a 

dynamic geometry software. The experiment continued for five weeks and four 
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hours in each week. The classroom environment was constructed as an inquiry-

based and technology-supported. To analyze the classroom argumentation of 

studentsô, the Toulminôs argumentation model was used. To obtain and determine 

the taken-as-shared ideas of students which form the classroom mathematical 

practices, emergent perspective and the scheme described in Stephan and 

Rasmussen (2002) were used.  Findings from the study showed that there have been 

occurred three sequential classroom mathematical practices according to 

complexity levels.  

Uygun (2016), documented preservice middle school mathematics teachersô 

(PMSMT) classroom mathematical practices on instructional sequence about 

triangles during six-week. A conjectured hypothetical learning trajectory and an 

instructional sequence were planned and prepared for the experiment. By 

considering both collective learning activity of whole class discussions which 

constructed the social side of the classroom and also individual learning of each 

students, classroom mathematical practices were evaluated and analyzed.  To 

determine the mathematical practices, Toulminôs argumentation model was used 

for extracting taken-as-shared ideas of the participants. At the end of the study, 

three classroom mathematical practices were obtained based on the triangles 

concept. Results of the study showed that PMSMT improved their conceptual 

understanding of the triangles with whole class argumentations and also with the 

support of other geometry concepts such as transformation geometry and geometric 

constructions.  

Moyer-Packenham, Bolyard and Tucker (2014), conducted a study to 

understand the nature of children's mathematical practices better with an 

exploratory examination of the practices of second-graders. The participant 

students were involved in activities based on rational number concepts. 25 second-

grade students were asked to complete three fraction tasks during structured clinical 

interviews. Studentsô works, and interviews analyzed and interpreted to determine 

the data which is beneficial for explaining the classroom mathematical practices of 

students. Constructs, themes, and patterns were used for the analysis process. A 

variety of mathematical practices were obtained during the study. Classroom 

mathematical practices were formed by students as a product of efforts to solve 
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specific mathematical situations and also developed during the classroom 

interactions. The study provided some insights about how mathematical practices 

occur and what kind of activities promote the development of those practices.   

Similarly, ¥zdemir (2017) used RME theory in her study which aimed to 

evaluate classroom mathematical practices in an RME based learning environment. 

The study conducted with preservice teachersô learning and teaching cone and 

pyramid.  A five-week instructional sequence which is designed by a hypothetical 

learning trajectory about cone and pyramid was applied to preservice teachers. Five 

preservice middle school mathematics teachers participated to the study. In this 

qualitative research, the social learning environment of the classroom evaluated by 

Rasmussen and Stephanôs (2008) three phase methodology which was developed 

according to Toulminôs argumentation model. Four mathematical practices 

emerged during the instructional sequence. The study showed that emergence of 

those practices supported by RME based learning environment. In that kind of 

learning environment, participating teachers had chances to express, share, criticize 

their own and othersô ideas to reach the appropriate and right mathematical idea. 

Additionally, study implicated that RME supported learning environment may be 

helpful for emergence of mathematical practices by developing conceptual 

understanding of content by providing a collective learning community.  

Pei, Weintrop and Wilensky (2018) conducted a study in a low-income, 

urban public high school. They implemented a computational learning environment 

called as Lattice Land, evaluated effect of the microworld on studentsô 

mathematical practices and observed whether it promote computational thinking 

practices in high-school mathematics classrooms. Lattice Land was a program that 

provide students to explore geometrical concepts by manipulating polygons on a 

plane. The microworld provided opportunities for learners to use computational 

thinking practices and develop mathematical practices such as experimentation, 

pattern recognition, and formalizing hypothesis. This study was an indicator of 

designing computational learning environments can support meaningful learning 

and enhance studentsô production of mathematical practices. 

By reviewing the literature, it can be observed that studies evaluated the 

classroom mathematical practices in different levels and on different contexts. Also, 
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since studentsô having challenges in learning and understanding of geometry, it is 

critical to find out what kind of practices do the learners form during the geometry 

learning process. Additionally, as mathematics learning is considered to be a social 

activity, for determining the mathematical practices, their relation to social and 

socio-mathematical norms should be considered as other dimensions of 

interpretative framework. Moreover, with the support of technology in mathematics 

education, it becomes critical to understand how usage of technology affects the 

formation of classroom mathematical practices (Akyuz, 2014). The technological 

tools can make it easier for students to develop different practices than they do in 

pen and pencil environment. Furthermore, there are still gaps in literature designing 

studies about using technology as an instructional tool. Thus, there is a need for 

evaluating classroom mathematical practices with the support of technological 

instructional tools (Akyuz, 2014). Accordingly, the current study was conducted 

for evaluating classroom mathematical practices of eighth graders with an HLT and 

instructional sequence under the RME theory for teaching three-dimensional solids 

using DGS.   

The research of Johnson (2013) examined mathematical practices through 

notations and symbols which were different from others mentioned above. In the 

study, studentsô learning was evaluated through mathematical practices as local 

changes and making implications. The context was symmetries of an equilateral 

triangle under the RME theory. Additionally, the students evaluated the notations 

and symbols. Analysis were made by Toulminôs argumentation model and 

Rasmussen and Stephanôs (2008) three-phase methodology (2008).  

As a different perspective, Font and Planas (2008) focused on mathematical 

practices by emphasizing meaning of mathematical practices explained by Godino, 

Batanero and Font (2007). In that sense, it is important to put forward efforts while 

working on mathematical problems by discussing.  They used an onto-semiotic 

approach to evaluate mathematical practices, socio-mathematical norms and 

semiotic conflicts (as different from other research). They focused on cognitive 

conflicts while evaluating the mathematical practices through discussing about 

solution of a mathematical problem. Learning said to occurred related to changes 

positioning of participantsô. Accordingly, while students were solving those 
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conflicts, semiotic conflicts were explored. In terms of socio-mathematical norms 

and mathematical practices, learning emerged through efforts of understanding 

otherôs ideas.  

Harel (2017) brought a viewpoint by studying cognitive and instructional 

analyses of mathematical practice through discussions about field-based activities 

with in-service secondary mathematics teachers and students. They defined specific 

field-based hypothesis to find answers to the research questions that aimed to 

observe learnersô mathematical behaviors in natural classroom settings. 

Explanation of mathematical practices included cognitive and instructional 

analyses of teaching and learning sessions. In the study, researchers organized 

specific hypothesis around four focus practices and evaluated the mathematical 

practices of learners in this respect.  

In the literature, it is examined that there are various perspectives about 

evaluation of mathematical practices. Moreover, related to difficulties that learners 

having with geometry in terms of understanding it, it is critical obtain how and what 

kind of practices can students produce in geometry concepts. While thinking about 

mathematical practices, it should be considered the close relationship between 

social and socio-mathematical norms since they emerge in a collaborative and 

social learning environment. Evaluation of classroom mathematical practices 

during the subject of three-dimensional shapes was aimed by using argumentations 

and dynamic geometry software as instructional tools.  In this respect, it was also 

important to plan a hypothetical learning trajectory to organize instructional 

sequence including activities and those tools. Moreover, it is critical to observe the 

ongoing process in terms of its meeting the needs of learners.  

 

2.4 Hypothetical Learning Trajectory 

 

In a design-based research, a hypothetical learning trajectory (HLT) is used 

as a guide and basis for developing instructional sequences. Simon (1995) first 

introduced the term Hypothetical learning trajectory (HLT) as a tool that is helpful 

for planning and describing the pedagogical thinking for teaching mathematics 

meaningfully. According to him, the teacherôs learning goal provides a direction 
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for a hypothetical learning trajectory. He used this term as referring to the teacherôs 

prediction of the path in which learning may occur. The reason for being 

hypothetical is of the unknown feature of the actual learning trajectory is in 

advance. Thus, it is about an expected plan. Individual studentsô learnings occur in 

similar ways in general. Accordingly, an individualôs learning may have some 

regularity in a way that the classroom community often produces mathematical 

activities in a predictable way in which most of the students in the same class may 

benefit from the same mathematical task. Preparing a hypothetical learning 

trajectory is a good way to provide a rationale for the teacher with the choice of a 

particular instructional design; while preparing an HLT, Simon (1995) suggested to 

try to make best predictions for how can learning of a specific content may occur.  

Although Simon used the term hypothetical, recently mathematics 

education researchers prefer to use learning trajectories. Addressing learning 

trajectories, Confrey, Maloney, Nguyen, Mojica, and Myers (2009) stated that ñA 

researcher-conjectured, empirically supported description of the ordered network 

of constructs a student encounters through instructionò (p.347). Additionally, 

Corcoran, Mosher and Rogat (2009) mentioned that learning trajectories shows 

studentsô progression of cognition, and also actual research roots learning 

trajectories in terms of students learning and reasoning mathematically. They 

defined learning trajectories as ña hypothesized description of successively more 

sophisticated ways student thinking about an important domain of knowledge or 

practice develops as children learn about and investigate that domain over an 

appropriate span of timeò (Corcoran, Mosher, & Rogat, 2009, p. 37). 

In the body of research, there are various explanations and definitions of 

HLT (Clements & Sarama, 2004; Gravemeijer, 2004; Simon, 1995; Simon & Tzur, 

2004), it can be deduced some common features for them.  For example, some of 

them state that learning trajectories are constructed on a specific mathematics 

domain (Daro, Mocher & Corcoran., 2011), underline the importance of using tasks 

and tools for emergence of communication between students in terms of 

mathematical concepts (Battista, 2004; Wilson, Sztajn & Edgington, 2013b), 

include an ongoing revision and refinement process called validation (Confrey & 

Maloney, 2011; Duncan & Hmelo-Silver, 2009).  Confrey and Maloney (2011) add 
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that learning trajectories aim to evaluate development of studentsô mathematical 

understanding and thinking. They also examine the starting point of students 

mathematical reasoning and the point they have reached. To sum up whole 

explanations above, it can be deduced that most of them agree upon the HLT 

includes three aspects as the learning goals, the instructional sequence of tasks to 

support those learning goals, and the expected developmental progressions of 

students (Andreasen, 2006).  

In contrast to Simonôs (1995) approach, Clements and Sarama (2004) 

express that some of the researchers give importance to the developmental 

processes of learning which is called as hypothetical learning process by Simon 

(1995). Clements and Sarama (2004) believe that those aspects are very important 

for them, and they have power to inform mathematics education with studying 

appropriate research aims, studies and contexts. In this sense, they realize those 

aspects and different views have a strong interrelation. They define learning 

trajectories as a description of studentsô thinking and learning in a mathematical 

content. Additionally, they see it as a conjectured route constructed by a set of 

instructional tasks which are designed to support studentsô understanding and 

achievement on specific domains in mathematics (Clements, 2002; Clements & 

Sarama, 2004). 

Some researchers (Carpenter & Moser, 1984; Griffin & Case, 1997) specify 

learning models that define developmental progressions in a limited age range and 

in a specific culture. That is what researchers build a cognitive model of studentsô 

learning that is sufficiently explicit to describe the processes involved in the 

construction of the goal mathematics across several qualitatively distinct structural 

levels of increasing sophistication, complexity, abstraction, power, and generality. 

That is what researchers constitute a cognitive model of the learning of the students, 

so that they are sufficiently clear to describe the process of establishing 

mathematical goals at qualitatively different levels of structure, such as complexity, 

abstraction, and generality (Clements & Sarama, 2004). This constructivist 

understanding of learning trajectory distinguishes it from previous instructional 

design models that used reductionist ways to divide an objective into according to 

an adultôs perspective. Fusonôs (1997) curriculum explained this model with a study 
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constructed based on childrenôs solving of word problems that were increasingly 

difficult types of word problems. This theory states that when learning occurs 

consistent with that kind of natural developmental processes becomes more 

effective and generative for learners when compared to the learning that does not 

follow these paths (Clements & Sarama, 2004). 

Additionally, Wilson, Mojica and Confrey (2013), asserted that as used in 

designing learning environments for students, it also could be useful at the level of 

curriculum development, assessment design, and in teacher education. They 

reported about two studies investigating prospective elementary teacherôs 

practicing uses of a learning trajectory to make sense of studentsô thinking about 

rational numbers. Findings indicated that designing a mathematics learning 

trajectory supported teachers in terms of understanding studentsô thinking and in 

restructuring their own understandings of mathematics.  

Wilson, Sztajn, Edgington and Myersôs (2015) study evaluated teachersô 

learning of two frameworks those were for studentsô thinking in a particular domain 

and for broad student-centered instructional practices.  They analyzed 19 lessons in 

which teachers participated in for professional development that designed to 

support their understanding of learning trajectories and student-centered 

instructional practices. Findings of the study explained brought together these 

frameworks to construct and enact instructional practices and use studentsô 

mathematical thinking in classroom. Also, the results supported that learning 

trajectories could be a referent for student-centered instructional practices and 

studentsô thinking styles of specific domain.  

For the current study, the HLT is prepared initially as a framework of 

instructional sequence with expectations of how the class may involve in thinking 

and learning with the participation to the instructional activities. The HLT provides 

a basis to make decisions about the instructional tasks of the content. The learning 

goals of HLT are helpful in determining the instructional tasks which may support 

those goals. During the implementation of the instructional sequence (Stephan, 

2015), the content is determined or modified by considering the learning that 

occurred during the preceding content and whether they matched or did not match 

with the expectations. Completing the teaching experiment, the instructional 
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sequence refined and revised through a cyclical process of analyzing used content, 

the teacherôs role, studentsô individual and collective learning. The classroom 

environment is evaluated for the realization of the HLT during the instructional 

sequence and necessary changes and instructional sequence are done in HLT for 

later iterations. The HLT is not an exact and scripted lesson plan, it is accepted and 

suggested as a framework prepared for the usage of teachers by adopting 

instructional sequences that fit with their own conditions and needs of students 

(Andreasen, 2006; Clements & Sarama, 2004; Simon, 1995; Simon & Tzur, 2004). 

Thus, the latest version of the HLT of the current study can be used by revising, 

adopting according to different environments in later researches or teaching 

experiments.  

As a first step of development of an HLT, the developmental progressions 

of the participating classroom were considered. The HLT for the three-dimensional 

solids was constructed related to prior research that is an indicator of mathematical 

development for the specific domain being evaluated. This feature distinguishes 

HLT from other instructional design models in a way that giving importance to 

studentsô developmental progressions rather than teacherôs choices (Clements & 

Sarama, 2004). To reach this feature of the HLT, with the support of the knowledge 

of research teamôs insights of childrenôs conceptual development and with prior 

research, an HLT was developed to support childrenôs development of conceptual 

understandings of three-dimensional solids. These formed a basis for the 

development of the HLT used in the current study. 

The research on the conceptual development of studentsô in the context of 

three-dimensional solids then was used for informing and designing the 

instructional sequence in determining the manner and sequence.  Tasks of the 

instructional sequence are designed including tools (specifically dynamic geometry 

software for this study) and actions to support the mathematical practices in which 

students are expected to involve in during the instructional process. The sequence 

of the tasks is designed intentionally based on the expected developmental 

progression of students. During the implementation process of the instructional 

sequence and analysis of individual and collective learning of the studentsô, the 

tasks are modified, and the sequence evaluated to determine whether any changes 
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in the HLT that may have taken place as a result of the implementation of the 

sequence. The revised instructional sequence may be altered for future use. The 

HLT and instructional sequence were implemented in this cyclical manner, 

completed with constant revision and review, until a local instructional theory was 

developed (Clements & Sarama, 2004; Gravemeijer, 2004; Gravemeijer & Cobb, 

2013). With this aspect, HLT can be claimed as a powerful tool for curriculum 

development by which various mathematical topics can be developed and tested in 

classroom using design-based research in this manner. By revising and refining 

these kind of learning trajectories and instructional sequences, it can be established 

mathematics curriculum by this way. This can take place in all education levels 

starting from elementary level to the university level (Andreasen, 2006).  

Learning trajectories are defined as being very useful for assessment 

(Battista, 2004).  Moreover, by evaluating the effects of argumentations, they are 

expected to provide information about the nature of classroom environment which 

is designed based on a social constructivist perspective to evaluate the classroom 

mathematical practices. Those mathematical argumentations provide opportunities 

to the researchers to obtain and analyze the way students share their ideas, accept, 

or refuse otherôs thinking in classroom learning community. Also, this kind of 

discourse may support the studentsô participation to the learning environment.  

Accordingly, the lessons of the current study designed with the support of 

the HLT by considering the usage of mathematical argumentations during the 

instructional sequence. By testing the classroom sessions in a hypothetical manner, 

it was expected to create powerful learning environments for students. Moreover, 

mathematical argumentations were expected to support studentsô thinking about the 

concepts of three-dimensional solids more effectively. In other words, 

mathematical argumentations may direct the students in a way to make reasoning 

on three-dimensional solids. By argumentation, the students could reason on how 

properties of those solids were formed by relating reasons. In this respect, students 

could construct the conceptual understanding of three-dimensional solids in a social 

constructivist learning environment including an instructional sequence supported 

with a conjectured HLT. Also, by evaluating the nature of the mathematical 

argumentations occurred during the studentsô participations to the classroom 
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learning activities, it can be provided critical data about the process of teaching and 

learning session and identifying the classroom mathematical practices relatedly 

(Stein, Engle, Smith & Hughes, 2008). By this way, this study may offer powerful 

and supportive learning designs to the literature to provide support for studentsô 

conceptual understanding of three-dimensional solids.  

As a summary, in the current study, to evaluate the classroom mathematical 

practices an instructional sequence was prepared with the help of the HLT that is 

based on the social constructivist theory and RME. The social learning environment 

in which classroom mathematical practices were formed, also identified the social 

and socio- mathematical norms of the classroom and supported by mathematical 

argumentations. In the following section, the place of argumentation in 

mathematics classes will be mentioned.  

 

2.5 Argumentation in Mathematics Classrooms 

 

The interrelation between interaction in mathematics classroom and 

learning of mathematics has taken attention (Krummheuer, 2015). By conducting a 

design-based research, it becomes important to evaluate how learning occurs in a 

social community and interaction (Cobb, 2000). Participation to the classroom 

discourse, provide opportunities for students to think aloud and make explanations 

about the ways how they think (Yackel & Cobb, 1996). Argumentative learning 

environments support students to interact with other people in that environment to 

get a meaningful understanding and learning. Steffe and Tzur, (1994) explain this 

process as creating confusions during the interaction with other people in the 

community and make them modify their own thinking schemes and learning occurs. 

The positive effects of communication by interaction with teacher-student and 

student-student occur inevitably on students learning (Lampert & Cobb, 2003). 

With argumentative classroom both the teacher and the students may benefit from 

that environment. While the teacher can create multiple ways for construction of 

mathematical understanding of students, students have chances to explain, judge, 

challenge, clarify and justify their ideas in related topics (Yackel & Cobb, 1996). 
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There are various definitions of argumentation in the literature. van 

Eemeren et al. (1996) defined argumentation is ña verbal and social activity of 

reason aimed at increasing (or decreasing) the acceptability of a controversial 

standpoint for the listener or reader, by putting forward a constellation of 

propositions intended to justify (or refute) the standpoint before a rational judgeò 

(p. 5). This definition involves construction of claims, providing evidence to 

support that claims, and evaluation of such evidence to judge the validity of claims 

(Schwarz, Hershkowitz, & Prusak, 2010). It is asserted that in the mathematics 

classroom, the acceptable justifications are formed by negotiating socio-

mathematical norms (Yackel & Cobb, 1996). Specifically, studies about 

mathematics education suggest that students' participation in that kind of activities 

promote meaningful understanding and deep thinking of mathematical concepts 

(Douek, 1999; Weber, Maher, Powell, & Lee, 2008). 

Researches in mathematics education support the importance of studentsô 

participation to the classroom argumentations by generating and commenting on 

other ideas (Balacheff, 1991; Ball & Bass, 2003; Krummheuer, 2007; Yackel & 

Hanna, 2003).  

In this respect, Yee, Boyle, Ko, and Bleiler-Baxter (2018), evaluated effects 

of university studentsô critiquing, constructing, and revising on mathematical 

arguments. Fifty-seven students of secondary mathematics methods classroom 

from four universities participated in an instructional sequence to define a valid 

proof through argumentations. Participants completed a proof-related task before 

class sessions, worked in small groups to evaluate other studentsô arguments on 

context, based on their evaluations, they agreed upon criteria for said arguments. 

After class, they discussed and revised original argument to satisfy the common 

criteria. Results showed that studentsô self-rating positively correlated with the 

argument categories, which is an indicator of effects of involving in a communal 

argumentation, creating ideas, critiquing, and revising otherôs opinions.  

In learning process, specifically, regarding the classroom argumentation, 

both the studentsô participation and teacherôs role have equal importance in terms 

of providing and producing quality arguments that enhance conceptual 

understanding of mathematics. While students form the structure of the classroom 
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argumentation, teacher should guide the students in a way of supporting them to 

participate in mathematical discourse. In addition to studies that support student 

participation in the formation of the argumentative classroom environment and 

positive effects of this participation on student learning, there are studies 

specifically focused on teachersô knowledge and practice in terms of argumentation 

(Kosko, Rougee, & Herbst, 2014; Mueller et al., 2014). Those studies evaluate 

impacts of such knowledge of teacher on the construction of argumentation on 

mathematics (Kosko et al., 2014). Research have evaluated the aspects of 

argumentative classroom environment (Ayalon & Even, 2016; Conner et al.,2014) 

and how the teacher might facilitate such environment (Forman, Larreamendy-

Joerns, Stein, & Brown, 1998; Mueller et al., 2014). These studies assert that 

teachers have critical roles in establishing norms of mathematical argumentation in 

the classroom. Teachers' roles are defined as listening to students, encouraging 

students to provide claims and justifications, considering different ideas and 

arguments of othersô (Kosko et al., 2014). In this respect, Stein, Engle, Smith and 

Hughes (2008) offered five practices to help teachers to establish mathematical 

argumentation in classroom and how maintain it effectively. They proposed 

teachers to anticipate, monitor, select, sequence, and make connections between 

student responses, to establish an effective argumentation about mathematics. 

These key practices were about the teachersô orchestrating role about 

argumentations.  

 Yackel and Cobb (1996) investigated the teacherôs role by regarding the 

classroom argumentation. They stated that teachers have a critical role in 

argumentation process by organizing the learning environment in this way. Also, 

the results showed that the social and socio-mathematical norms of the classroom 

have a powerful effect on formation on structure of argumentation since they are 

important for students learning process. In this respect, for the current study while 

creating the argumentative learning environment, the importance of teacherôs 

orchestrating role and studentsô participation to the classroom practices in terms of 

mathematical argumentation was equally considered.   

Yackel (2002), also investigated the teacher roles in terms of argumentation 

starting from elementary to the college level. The results showed that the teachers 
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should provide a good point to start classroom mathematical argumentations about 

related concepts with the support of appropriate instructional tools. Moreover, the 

teachers should orchestrate instructional sequence parallel with classroom 

argumentations that critical for studentsô conceptual understanding of related 

mathematical topic. The result of this study was a good source for understanding 

the teacherôs role in terms of starting and guiding the classroom argumentations.  

Similarly, Van Zoest, Stockero, Leatham, Peterson, Atanga, and Ochieng 

(2017) investigated attributes of 278 instances of studentsô mathematical thinking 

during whole-class discussions that were identified as having potential to foster 

studentsô understanding of critical mathematical ideas. The aim was to identify 

attributes that foster studentsô mathematical thinking and reasoning. They defined 

pedagogical competencies that teachers should have as Mathematically Significant 

Pedagogical Opportunities to Build on Student Thinking [MOSTs]. Findings of the 

study revealed that teachers should give opportunity to students for sharing their 

mathematical thinking in the classroom environment. MOSTs were stated as 

providing high opportunities to foster learnersô understanding of important 

mathematical ideas. Additionally, high linear correlation between instances of 

student mathematical thinking and MOSTs illustrated that the importance of 

teachersô creating opportunities for students to share their thinking with the class.  

Kosko, Rougee and Herbst (2014) stated that studentsô increased 

understandings of and achievement in mathematics is strongly related to 

argumentation in classroom. They asserted that teacherôs effective use of 

questioning strategies is a key component of mathematical argumentation. More 

specifically, this type of questioning requires students to explain and justify their 

ideas and relatedly enhance their understanding. In the study, the researchers 

evaluated teachersô types of questioning that were effective in enhancing classroom 

mathematical argumentation and studentsô understanding relatedly. At first hand, 

they obtained three types of teacher actions as; teacher statements, generating 

discussions, and teacher silence. These types of teacher seemed to decrease 

mathematical argumentation. On the other hand, they obtained three types of 

actions as, probing, orienting, and focusing. These type of teacher actions were 
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identified as supporting studentsô active participation to classroom argumentation 

and facilitative for argumentative classroom environment.  

In the same way, Ayalon and Hershkowitz (2018) evaluated secondary 

school mathematics teachersô paying attention to potential teaching situations that 

encourage argumentation. For this aim, 17 seventh grade teachers were asked to 

choose three tasks from a textbook which they were using in teaching practices. 

The choices were done according to teachersô views about tasks that may had the 

potential to encourage argumentation. Then, the teachers were wanted to justify 

their choices. Analysis of the teachersô responses revealed that the teachersô 

attentions were fall into three dimensions of attention about argumentation; (1) 

mathematics in which the argumentation is constructed, (2) socio-cultural aspects; 

and (3) studentsô ways of thinking. Additionally, the researchers categorized the 

findings according to combination of those dimensions. Viewed collectively, the 

teachersô explanations revealed that teachers seemed to attend rich dimensions of 

argumentation. Moreover, those dimensions of teachersô attention reflected the 

complex process of construction of argumentation in the mathematics classroom 

and the teachersô roles to facilitate argumentation. Further, combination of 

dimensions of attention supported that use of argumentations in mathematics 

classroom promotes learning.   

Regarding the mathematics learning, mathematical argumentation is both a 

pre-condition and also a desired outcome (Krummheuer, 2015). In this respect, 

mathematical learning can be claimed as argumentative process. This process is 

based on studentsô participation to the practices of explanation and justification in 

classroom environment which is supportive for learning of mathematics. Thus, 

learning mathematics is considered as learning-as-participation (Krummheuer, 

2015; Sfard, 2008). In mathematics classrooms, explaining is found both an 

individual and also a collective activity of classroom community (Yackel, 1995). 

Students contribute to those collective activities in various ways and situations. 

Thus, argumentation in mathematics learning is interest of both structure of course 

and also the ways how the teacher and the students are involved in that collective 

activities (Krummheuer, 2015).  
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Relatedly, argumentation can be defined as a kind of mathematical 

discourse regarding their participation to the classroom communication by 

explanations, justifications and using them in classroom discussions. Thus, 

construction of a quality argumentation process in mathematics classroom is strictly 

related to conceptual understanding of mathematics (Lampert, 1990). By providing 

a quality argumentation, students can improve reasoning skills on mathematical 

concepts by engaging in classroom interactions actively. This active participation 

comes from the dynamic nature of argumentation that require students should 

mentally involve in learning process by expressing, explaining, justifying, or 

refuting ideas instead of memorizing the structures and rules (Jonassen & Kim, 

2010).  

In his book ñThe Uses of Argumentò which was printed in 1958, Toulmin 

introduced a model for argumentation including its components -data, claim and 

warrant. Also, he proposed three more auxiliary elements as qualifiers, backing and 

rebuttal which are not accepted by some researchers who are more critical and think 

about essentials for an argumentation structure (Krummheuer, 1995; Rumsey, 

2012).  

There are various researchers that used Toulminôs (1958) argumentation 

model in their studies in terms of mathematics education field (Krummheuer, 2007, 

2015; Pedemonte, 2007). Furthermore, some of them used the model for analysis 

and evaluation of the structure of classroom discussion (Forman et al., 1998; 

Krummheuer, 1995, 2007, 2015; Wood, 1999; Yackel, 2001, 2002). 

Krummheuer was the first researcher that adopted Toulminôs model and 

used in his study. He explained the adopted version of Toulminôs model in his book 

entitled ñThe Ethnography of Argumentationò in 1995. He used only three basic 

elements claim/conclusion, data and warrant in his study. Krummheuer (1995) 

states that argumentation is a kind of social phenomenon in which students try to 

express their ideas and thinking ways verbally related to their actions. This is the 

social interaction said to be occurred in the classroom environment. In a later study, 

he stated that argumentation ñcould not be created solely by single participants, 

because they could not have produced the contributions of the other participants 

based on their idiosyncratic definitions of the situationò (Krummheuer, 2000, p.31). 
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There are various definitions for these terms in literature. Some of them will be 

provided in the Table 2.2.  

 

Table 2.1 Definitions for Elements of Argumentation 

 

Element  Definition 

 

Data 

 

Facts we appeal to as the foundation of the claim, 

or minor premise (Toulmin, 1958, p. 101)  

 

Undoubted statement (Krummheuer, 2015, p. 56) 

 

The facts that serve as the basis for the conclusion 

(Walter & Johnson, 2007, p. 708)   

 

Claim/ 

Conclusion 

Conclusion of the argument (Toulmin, 1958, p. 

101) 

 

The statement of the speaker (Pedemonte, 2007, p. 

27) 

 

The statement to be proven (Krummheuer, 2015, p. 

56) 

 

Warrant 

The statement authorizing the move from the data 

to the claim, or major premise (Toulmin, 1958, p. 

101)  

 

The inference rule that allows data to be connected 

to the claim (Pedemonte, 2007, p. 27)  

 

Inference of an argument (Krummheuer, 2015, 

p.56) 

 

Backing 

Further reason to believe the warrant (Toulmin, 

1958, p. 101)  

 

The statement that attempts to establish the 

authority of the warrant (Walter & Johnson, 2007, 

p. 708) 

 

Permissibility of warrant (Krummheuer, 2015, p. 

56) 
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 That kind of mathematical argumentations are expected to construct a 

common-shared understanding of specific mathematical concepts in determined 

domains. Constructing common-shared understanding through argumentative 

process, the students produce justifications, modifications of the mathematical 

concepts, statements and ideas used in mathematical discussions (Forman et al., 

1998). Krummheuer defined this kind of argumentation as collective activity 

(Krummheuer, 1995).  

There are also several studies focused on this collective feature of 

argumentation (Rasmussen & Stephan, 2008; Yackel, 2002). Accordingly, 

argumentations are very critical in obtaining the classroom mathematical practices 

since they are useful to examine the studentsô understanding by determining 

classroom mathematical practices when the ideas become taken-as-shared way of 

understanding by using the previous argumentations as a claim of later 

argumentations (Cobb et al., 2011; Gravemeijer & Cobb, 2013).  

Krummheuerôs (2015) argumentation model provides a background for the 

current study. In that study, Krummheuer analyzes argumentation using Toulminôs 

scheme of data, conclusion, warrant, and backing. According to the scheme, the 

conclusion is a statement that needs to be proven. It is a claim. If one gives a support 

to the conclusion, that is data. Warrant is an explanation why the data are considered 

to provide support for the conclusion. Backing refers providing further support for 

the warrant with undoubtable convictions (Krummheuer, 2015; Yackel, 2001). By 

this way, Krummheuer explains how an argumentation occurs as an interactive 

construct of social community. According to him, argumentation ñcontains several 

statements that are related to each other in a specific way and that by this take over 

certain functions for their interactional effectivenessò (Krummheuer, 1995, p. 247). 

Those statements are occurred as a part of the interaction of the environment in 

which they are situated, so, it is not possible to predetermine the statements that 

constitute the data, conclusion, warrant or backing since they are negotiated by the 

discussions in which students involve in (Yackel, 2001).  

This is considered as a beneficial and helpful approach for documenting the 

collective learning of a class in terms of argumentation because it provides a tool 

to show the changes that take place over time (Yackel, 1997; Yackel, 2001). 
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Furthermore, it is a good way to show the relationship between the individual and 

the collective participating. In more explicit words, it is helpful to clarify the 

relation between the explanations and justifications given by individual students in 

specific context and the taken-as-shared ideas which become the classroom 

mathematical practices (Yackel, 2001). As, classroom mathematical practices 

become taken-as-shared in classroom community, they need something more than 

justification as data, warrant and backing. Also, the statements given as data, 

warrants, and backing for explanations and justifications are constructed bases for 

the development of taken-as-shared ideas in the classroom community.  

Yackel (2001) gave as a sample analysis about the issue. It is an example 

from a second-grade classroomôs involving in thinking activities. For the problem 

of five plus six, students gave some explanations based on the five plus five makes 

ten. One student constructed her answer on six was one more than five, thus the 

answer should be 11.  After that, one student only expressed his/her idea by stating 

five plus five was ten, thus the answer was eleven. She states that, since there was 

no questioning in the second type of explanation, it could be concluded that the 

warrant and backing were in the earlier explanation, so it become taken-as-shared 

in the classroom. Thus, through the explanations, the taken-as-shared 

understandings develop at the same time. As a final claim, this approach is useful 

and helpful for analyzing classroom discourse by evaluating the contributions made 

by participants during the process (Yackel, 2001).   

There have been various studies related to classroom mathematical practices 

by considering argumentation as a tool (Andreasen, 2006; Stephan & Akyuz, 2012; 

Stephan & Rasmussen, 2002; Roy, 2008; Wheeldon, 2008). For example, in the 

studies of Akyuz (2014), Andreasen, (2006), Johnson (2013) and Roy (2008) the 

classroom mathematical practices of participants were evaluated in collective 

learning environment. In the analysis of collective learning environment and 

determination of classroom mathematical practices, Toulminôs model of 

argumentation was used. Those classroom mathematical argumentations illustrated 

how the studentsô ideas become taken-as-shared. Another research of Stephan and 

Akyuz (2012) examined the classroom mathematical practices of a seventh-grade 

classroom with a design-based research. They used the Krummheuerôs (1995) 
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adaptation of Toulminôs model of argumentation was used as a tool of analysis of 

studentsô taken-as-shared ideas.  

In their study, Giannakoulias, Mastorides, Potari and Zachariades (2010) 

investigated teachersô argumentation. The aim of the study was to persuade students 

about their inappropriate claims about calculus. With this aim, the researchers gave 

18 secondary school mathematics teachers three scenarios including a studentôs 

proof that constructed on invalid claims. The participating teachers obtained 

possible mistakes of students and their way of refuting them. Interviews conducted 

with two teachers. The data analysis was done according to the content and structure 

of argumentation.  Also, the type of counterexamples was at the focus of the 

analysis. Results indicated that teachers used two approaches to refute studentsô 

inappropriate claims as using counterexamples and theory.  For the analysis of these 

argumentation process Toulminôs model was used and they obtained three types of 

reasoning in terms of structure of argumentation. This study showed importance of 

teachersô orchestrating role during argumentation process. 

In the same respect, Pedemonte and Balacheff (2016) evaluated studentsô 

conceptions in geometrical problem-solving through argumentations. The main aim 

was to show relationship between studentsô conceptions and argumentation. 

Additionally, they evaluated how studentsô conceptions affected construction of a 

proof. Data was collected from a teaching experiment and analyzed through 

argumentation of 15 pairs of students. Toulminôs model was used for analysis of 

the data set that combined with the ckc (conception, knowing, concept) model. They 

explained the reason for enriching Toulminôs model with ckc as, making explicit 

studentsô knowledge base during the argumentation process and making a better 

characterization for elements in mathematical argumentation. The results revealed 

that there was a continuity between argumentation and proof. Also, they identified 

that use of argumentations during classroom activities facilitated studentsô 

participation, collaboration, and communication, and relatedly their understanding 

of the context.  

In the environments supported by argumentations, usage of the instructional 

tools is helpful on studentsô learning and understanding of the related concepts. By 

this way, it is possible to form quality and effective argumentations with looking 
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and understanding of the other studentsô statements produced by also using tools. 

Moreover, in conceptual understanding and learning of mathematical concepts, 

DGS may be used as an effective tool (Athanasopoulou, 2008). In this respect, 

Akyuz (2014) used GeoGebra as a tool for documenting the classroom 

mathematical practices observed in a university teacher education course related to 

the circle topic. She used the Toulminôs model of argumentation to analyze the 

interactions occurred in the classroom environment. The study was an important 

one because it was providing information about learning in a social context with 

the support of technological tools.  

Also, there has been a research in the literature that examined the effect of 

the usage of technological tools on the quality of argumentation formed by taken-

as-shared ideas in classroom environment. DGS said to improve the peer interaction 

which is a critical element of argumentation. In this respect, Vincent, Chick and 

McCrae (2005) studied with eight-graders by focusing on peer interaction. They 

applied tasks to the students including working on proofs by using paper and pen, 

and by using DGS. They obtained the quality of social interaction and relatedly 

argumentation affected by quality of peer interaction in all tasks they applied.  

Hollebrands, Conner and Smith (2010) evaluated the nature of the 

arguments with the support of DGS. They studied with college students in terms of 

hyperbolic geometrical tasks. The argumentations were examined in three groups 

related to features of the warrants of those arguments. The groups named as explicit 

warrants without technology, explicit warrant with technology and warrant on the 

screen. The results indicated that students who were working on tasks about 

justification and proof did not use technology, but in their arguments, warrants 

appeared explicitly. Reversely, students used technology in their works, did not 

provide explicit warrants in their arguments. Researchers pointed out that this 

indirect relationship occurred because of the use of technology were not widespread 

in the traditional classroom environment and that students were unfamiliar with that 

kind of environment. Additionally, the results showed that the properties of 

warrants were related to usage of technology. It was observed that in the technology 

supported environment, students could produce qualified and effective warrants 

when compared to non-technological environments.  
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Similarly, in Lavy (2006), lower grade studentsô argumentations were 

examined by regarding the effect of technological tools. The study used Toulminôs 

model of argumentation to analyze the content and structure of the arguments 

occurred during the classroom sessions with the support of technological tools. The 

findings of the study showed that technology had a positive effect on studentsô 

understanding of the related content and producing quality warrants including 

necessary statements.  

Thus, it can be claimed that technological tools such as dynamic geometry 

software may have a supportive role in enhancing studentsô argumentations on 

related context. By using technological tools effectively in learning environments, 

it may provide students to produce clear warrant those understandable to others. 

Relatedly, the current study used GeoGebra as a technological tool to support 

learning environment in terms of enhancing the students learning of mathematics 

by making them involve in classroom mathematical activities.  

In Prusak et al. (2012), they conducted a study focusing on argumentation 

with DGS support. They used Toulminôs argumentation model in the study. They 

evaluated interaction of two preservice teachers in reasoning process during their 

argumentation. They focused on obtaining the core elements of Toulminôs 

argumentation model as conclusion, data, warrant and backing.  The design of the 

study included a conflict situation, a collaborative situation and a usage of DGS to 

check conjectures of participants. The results indicated that those study situations 

by checking hypothesis with DGS, promoted the argumentation in a productive 

way. Additionally, Toulminôs argumentation model was seemed to be supportive 

for observing dynamic chances in collective argumentation process.  Hanna and De 

Villiers (2008) mentioned important of dragging option of DGS. They explained 

this option was critical since it provide opportunity to observe different positions 

of a geometric figure dynamically. Dragging is also important, because it is 

accepted to provide evidence for studentsô argumentation on context (De Villiers, 

2003; Healy & Hoyles, 2000).  

Conner, Singletary, Smith, Wagner & Francisco (2014) studied about 

collective argumentation and its effects on mathematical reasoning. Different from 

others, they asserted that one perspective is not sufficient to explain all 
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mathematical conversations in classroom environment. Thus, they constructed a 

model by combining both Toulmin (1958) and Peirce (1956) argumentation 

structures. They believe this may provide an insight into classroom argumentations 

and in studentsô reasoning. Combining those two perspectives may help 

mathematics educator researchers to analyze various reasoning types emerge in 

mathematics classes, determine effects of different types of reasoning on studentsô 

learning of mathematics, and examine studentsô learning to construct mathematical 

arguments in classroom environment.  

Brown (2017) studied on studentsô engagement with mathematics by using 

socio-cultural theory. In the study, researcher used collective argumentation as 

socio-cultural approach. The collective argumentation was based student 

engagement in the classroom discourse.  The aim of the study was to explore the 

affordances that could enrich student engagement with mathematics by using 

collective argumentation. The design of the study was a teaching experiment and 

conducted with primary and secondary school teachers with their mathematics 

classes. Data collected through interviews, report writings, journal entries and 

observational records and were analyzed by using a participation framework. 

Findings illustrated that collective argumentation can be used by teachers to 

promote studentsô engagement with mathematics by giving opportunities 

explaining and justifying ideas in a wider community.  

By reviewing the literature, there have been many powerful researches 

about argumentations in the mathematics classrooms. Most of them concluded the 

importance and positive effect of argumentations on studentsô by enhancing their 

learning of specific contexts and by improving their academic achievement. Still, 

there is need for evaluation of classroom mathematical practices formed with 

argumentation of classroom community on the context of geometric concepts. 

Specifically, the current study evaluated classroom mathematical practices formed 

with argumentation of classroom community by conducting a design-based 

research using RME and social constructivism as frameworks on the concept of 

three dimensional solids. Thus, it is expected that the current study may improve 

learning and understanding of eighth-graders through argumentations.  
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2.6 Learning Geometry by DGS 

 

When technology is used in appropriate forms in mathematical classes, it 

deepens the mathematical understanding. Use of computers in mathematics 

education develops mental skills such as research, reasoning, assumption and 

generalization (Wiest, 2000). 

Diff erent computer tools play different roles in improving students' thinking 

skills. However, the main goal should be to recognize the opportunity to act as a 

mathematician (Noss, 1988). For this reason, the purpose of the computer is to use 

the computer as a tool that allows the student to make assumptions, test and 

generalize; provide them opportunities to get the idea of mathematical outcomes, 

as well as providing students with a unique style of thinking (Cuoco & Goldenberg, 

1996).  

Briefly, the proper use of a computer in mathematics education can be 

expressed as a computer that helps students achieve high-level cognitive skills 

development. It is envisaged that dynamic geometry software which reflect the 

rapid developments experienced in computer technology to geometry classes, can 

help mathematics education to achieve these goals (Choi-Koh, 1999; Oldknow & 

Tetlow, 2008). 

In the literature, many studies stressed support of DGS in geometry lessons 

(Clark-Wilson, & Hoyles, 2017; ¢etin, Erdoĵan, & Yazlēk, 2015; Hollebarands, 

2007; Leung, 2011; Oldknow, & Tetlow, 2008; Sack, 2013). Currently, DGS seem 

to be one of the most popular types of software used by mathematics teachers 

(Mariotti, 2001) and investigated by researchers. Mariotti (2001) states that, ñThis 

software seems to make the exploration of geometrical configurations and the 

identification of meaningful conjectures more accessible to pupilsò (p.257).  

To give a definition for dynamic geometry software may mean imprisoning 

it today (G¿ven & Karataĸ, 2003). Because of the technology is growing with 

gigantic steps, it is inevitable to take place in this technology for the changes. 

Although avoiding giving definitions for DGS, researchers prefer to mention some 

properties that characterize DGS (ķimĸek, & Y¿cekaya, 2014).  
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Geometric shapes can be created very easily, measurements can be made to 

determine the features of the shapes (angle, circumference, length, area 

measurements, etc.). Shapes can be dragged and rotated on the screen, which allows 

the student to change shapes while observing unchanging features and dynamically 

changing previously measured quantities when the structure is moved (Couco & 

Goldenberg, 1996). With the help of this feature, hypotheses about the structure can 

be established, hypotheses can be tested, and generalizations can be made while the 

change of structure is observed. All aspects of transformation geometry can be 

studied (Choi-Koh 1999; Hºlzl, 1996). Since, it is difficult to develop studentsô 

visualization skills through traditional learning environment in which students get 

involve in classic board by trying to reflect 3-D objects on it. Because, classic 

classroom board is only appropriate for drawings of 2-D shapes. Trying to represent 

those 3-D objects on 2-D environment is very complicated and time consuming 

(Christou, Pittalis, Mousoulides, & Jones, 2005). Accordingly, the aim of DGS is 

to enable students to construct geometric figures by observing their various 

positions under different transformations in space; and also make them focus on 

modeling those geometric situations related to their observations (Christou, Pittalis, 

Mousoulides, & Jones, 2005). In their study, Laborde, Kynigos, Hollebrands & 

Strasser (2006), worked with secondary school students to evaluate their 

understanding of geometry concepts by using DGS. The results indicated that DGS 

supported studentsô understanding of specific geometry concepts with itsô 

providing opportunity to create shapes in different sizes and detecting the traces 

and locus of them.  

Similarly, Hanna and De Villiers (2008) mentioned importance of dragging 

option of DGS. They stressed that this option as critical since it provides 

opportunity to observe different positions of geometric figure dynamically. This is 

also as important feature since it provides evidence for studentsô argumentation (De 

Villiers, 2003; Healy & Hoyles, 2000).  

Dynamic mathematics software such as GeoGebra, Cabri, and Geometerôs 

Sketchpad at first was designed for secondary schools to support geometry learning 

at first. Those software materials give opportunities for students to discover 

relations and patterns in geometrical concepts, to explore and to test conjectures by 
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their own mental construction process (Goldenberg & Cuoco, 1998; Hazzan & 

Goldenberg, 1997). Dynamic mathematics software is very powerful for teaching 

and learning activities in mathematics and geometry; and it has been reported as 

being supportive for studentsô conceptual development, enhancing mathematics 

teaching, making easier the visualization of geometrical concepts, providing 

opportunities for creative and high-level thinking (Sanders, 1998). School students 

can improve their understanding by using software because the dynamic 

environment improves visualization skills and also ability to focus on 

interrelationships of the parts of geometric shapes (Clements, Sarama, Yelland & 

Glass, 2008). With all these aspects, Battista (2007) argues that usage of DGS also 

in elementary level geometry lessons makes much richer and more powerful 

learning of geometry rather than paper-pencil method; gives chance students to 

explain and justify their thinking and reasoning which supports classroom 

mathematical practices; and how it effects studentsô geometric and spatial thinking 

in positive way which means an increase in their achievement at the same time.  

Research has shown that geometric software with dynamic properties offers 

students the opportunity to focus on much more abstract structures than commonly 

used paper-pencil works (Hazzan & Goldenberg, 1997). As it is mentioned before, 

trying to represent solids on flat surface lacks the studentsô opportunities to 

visualize those solids. Those flat surfaces are static and do not have any spatial 

depth, thus they do not have any manipulation, adaptation features to provide 

effective learning environment for students (Christou, Pittalis, Mousoulides, & 

Jones, 2005). DGS provides those opportunities for students. In this way, the 

imaginative power of the learner increases. The increasing power of imagination in 

mathematics means the opening of the way of creation and exploration. When these 

paths are opened, the student will be able to analyze, hypothesize and generalize. 

This directly improves the problem-solving skills of the students (Baki, 2001). 

Dynamic geometry software offers geometry teaching by supporting and 

researching student experiences. It offers new possibilities for the geometry taught 

in the same way for many years (McClintock, Jiang & July, 2002).  

Another research showed that dynamic software programs make studentsô 

connecting algebra with geometry and dynamic graphics much easier (Ferrara, 
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Pratt, & Robutti, 2006).  In another study, it was obtained that, specifically low-

achieved students choose to use the charts in solving math problems and this 

dynamic software provided them to solve their algebra questions more quickly 

(Yerushalmy, 2006). Clark-Wilson and Hoyles (2017) stated that DGS supported 

learning environment supports students in a way to share, discuss or accept/reject 

othersô ideas; clarifies mathematical concepts through a planned instruction and 

interaction; and also helps to develop usage of mathematical language to increase 

shared understandings of students.  

In the literature, a variety of researches are studied and discussed on the 

effect of usage of technology and relatedly usage of DGS in geometry lessons on 

pre-service teachersô (Agyei, & Benning, 2015; Pittalis, Christou, & Pitta-Pantazi, 

2012) or in-service teachersô pedagogical content knowledge and on their designing 

and providing effective learning environment for students (Altaylē, Konyalēoĵlu, 

Hēzarcē, & Kaplan, 2014; Clark-Wilson, & Hoyles, 2017).   

With the help of dynamic geometry program, students are able to learn the 

geometry assumptions and produce mathematical results by testing these 

assumptions (Hadas, Hershkowitz, & Schwarz, 2000).  Many studies compared the 

DGS and the traditional method of teaching and results showed that the studentsô 

academic achievement more increased with DGS (Healy & Hoyles, 2002; 

Hollebrands, 2003, 2007; Ubuz, ¦st¿n, & Erbaĸ, 2009). In Moyer and Niezgoda 

(2003), kindergarten students worked on patterns using pattern blocks both by 

software and physical wooden pattern blocks, and with drawings. Results indicated 

that students were more creative in constructing patterns by using software when 

compared to the wooden blocks and drawings.  

Hohenwarter, Hohenwarter, Kreis and Lavicza, (2008) evaluated that how 

a calculus course can be designed by using GeoGebra. They also stressed that these 

kinds of interactive applications would be helpful for studentsô development of 

critical calculus concepts by integrating dynamic visualization of those concepts.    

Marrades and Gutierrez (2000) evaluated how a geometry lesson would be 

designed with Cabri application to have an effect on studentsô proof abilities.  They 

stated DGS with its dragging feature let students see various examples in a short 

time and get feedback at that time. By these exercises, this helped students to look 
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for links between shapes and properties, understand specific properties which is 

important for constructing a conjecture or justification for related issue. Similarly, 

Andraphanova (2015) evaluated the GeoGebra as a tool that involve didactical 

opportunities such as visualization and dynamics. She mentioned about the 

opportunities of DGS in terms of differences from traditional methods in learning 

and teaching geometry. She stated that features of GeoGebra would be helpful for 

understanding challenging concepts, giving opportunities to develop ñactive 

mathematic visionò (p. 127) of those concepts. In a similar study, Almeqdadi (2000) 

investigated studentsô understanding of some geometrical concepts by using DGS. 

The statistical results showed a significant difference between the means of the 

studentsô scores. The experimental group had higher mean score from the control 

group regarding the posttest scores. Usage of the Geometerôs Sketchpad had a 

positive effect on studentsô understanding of the geometrical concepts. Technology 

helped to create more student-centered instruction, supports cooperative learning, 

and enhances teacher-student interaction (Almeqdadi, 2000). 

Marinas and Furner (2006) conducted a study based on teaching geometric 

concepts with the support of DGS. The participant group was chosen from 

kindergarten to fourth grade. With the study, Geometerôs Sketchpad was introduced 

to students and content designed with it. The results indicated that DGS may be an 

appropriate tool for K-4 levels as well as for higher grades. It seemed to be helpful 

for making students to understand the content meaningfully. The use of DGS at 

primary level ensures or encourages students to take an active role in their own 

learning. Such experiences form the basis for students' ideas for abstract 

mathematical relations for future mathematics lessons. DGS can be used at all levels 

of education, starting from primary school to university. The use of DGS by 

younger students plays a more prominent role in this progress, since students will 

be technologically advanced as they age when compared to five or ten years earlier 

(Marinas & Furner, 2006). 

The study of Tutak, T¿rkdoĵan and Birgin (2009), investigated fourth grade 

studentsô geometry levels by using Cabri. They used a semi-experimental method. 

In the experimental group, the participants learned the geometry lessons with usage 

of Cabri software. For data collection process, a multiple-choice pre-posttest were 
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applied. Results indicated that there was no meaningful difference between students 

learning by regarding information level, but understanding, applying, and analyzing 

levels of the students showed statistically meaningful difference.  

In the literature, DGS was seemed as a motivation tool for students in terms 

of its providing various examples and supporting improvement in classroom 

(Ruthven, Hennessy, & Deaney, 2005). Tabuk (2003) showed that at 7th grade 

geometry lessons based on the context of circle, spherical and cylinder, usage of 

DGS in geometry lessons has positive effects on studentsô achievement. Baki ve 

¥zpēnar (2007) showed that the use of DGS in geometry lessons increase and 

support achievement, attitude and understanding of student. Sulak and Allahverdi 

(2002) concluded the positive affect of DGS on studentsô success and attitudes in 

sixth grade classroom. Furthermore, Hollebrands (2007) showed the relationship 

between DGS usage and understanding of geometry concepts.  

In Obara (2009), he stressed that it is important for students to observe the 

relation between the surface area of a three- dimensional solid and area of its net. 

To provide this understanding for students, he conducted a study with support of 

DGS in the context of the surface areas of square and rectangular pyramids and a 

cone.  Students stated that it was a great experience for them trying to construct the 

formula of the surface area, and that was a new practice for them. They stressed 

Geometerôs Sketchpad was very helpful in this work. Healy and Hoyles (2000) 

focused on DGSô enabling students to construct various reasoning by using another 

one, thus they can observe and understand interrelation between geometric concepts 

and objects. Relatedly, Gonzalez and Herbst (2009) stated that when compared to 

paper and pencil environment, DGS users involved in in-depth thinking of 

geometric relations between concepts by evaluating them dynamically. 

Yanēk (2013) studied with four prospective middle school mathematics 

teachers, to explore their understanding of geometric translations by using 

GeoGebra as a pedagogical tool. Findings of that study confirmed that usage of 

DGS supported the prospective teachersô understanding of geometric translations. 

More specifically, the study stated that dragging and measurement features of DGS 

program supported prospective teachers to evaluate the properties of geometric 
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translations, make conjectures, apply various strategies, and construct new ideas by 

this way. 

Perry and Steck (2015) conducted a study to evaluate the effect of using 

iPads in geometry education in terms of student engagement and discourse, their 

achievement, self-efficacy and meta-cognitive self-regulation. Students in the iPad-

using classroom experienced get lower results in geometry scores but their 

engagement and discourse, self-efficacy and self-regulation were increased when 

compared to non-iPad users.  

Greefrath, Hertleif and Siller (2018) investigated the competence of 

mathematising with 709 students. The test group worked with digital tools while 

control group worked with paper and pencil on the same tasks during a four-lesson 

intervention on geometric modelling tasks. Comparing results of two groups, they 

obtained a significant improvement of mathematising in both groups. This 

development was also investigated in terms of the used softwareôs effects on 

attitudes and program-related self-efficacy. They found that program related self-

efficacy was a significant predictor of gaining competency while attitudes did not.  

In accordance with these findings, to remedy shortcomings in the field of 

education in our country, the curriculum was decided to renew in 2005. In this 

respect, the constructivist approach was taken as the focus, and aimed an education 

without memorization in which students could make connections between math 

subjects and daily life (MoNE, 2013). In addition to this change, the computer 

technology classes were established to increase student achievement as much as 

possible in schools to disseminate the technology with the whole class. Apart from 

this, it was added to the program as a preference of the usage of dynamic geometry 

software regarding their support for implementation of multiple representation 

approach (MoNE, 2013).  

Accordingly, current study used GeoGebra as a tool for instructional 

sequence with argumentations in classroom sessions. The data collection process in 

context of three-dimensional solids was performed with the guidance of the 

prepared instructional sequence and HLT.  
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2.7 Social Constructivism and Emergent Perspective 

 

Gravemeijer and Cobb (2013) state that conducting a design-based research 

requires scientific interpretations of the data translation ways of classroom 

observations. It is a necessity to use an interpretive framework to make sense of the 

collected data from classroom environment. They stressed the importance of 

explicating the data systematically based on the interpretive framework. There are 

two key elements of an interpretive framework of the study, one for interpretation 

of classroom learning environment, and one for interpreting studentsô reasoning and 

learning mathematics (Gravemeijer & Cobb, 2013). In the following section, the 

framework is explained that is used for interpretation of classroom communication 

and discourse, and later on, Realistic Mathematics Education that is the domain 

specific instruction theory which is used as a conceptual framework to interpret 

studentsô learning. Thus, social constructivist theory is clarified as a background to 

the current study.  

The analysis of the mathematical practices formed by classroom activities 

and discussions and its effect on student learning was conducted through the 

emergent perspective (Cobb, 2000; Cobb & Yackel, 1996; Stephan & Cobb, 2003). 

Stephan (2003) states that the emergent perspective includes coordination of both 

social and individual perspectives on mathematics learning. Learning has a 

psychological side on the part of the individual learner and also has a social side on 

the part of the learning group or classroom environment (Stephan, 2003). Also, 

Cobb (2000) adds ña basic assumption of the emergent perspective is, therefore, 

that neither individual studentsô activities nor classroom mathematical practices can 

be accounted for adequately except in relation to the otherò (Cobb, 2000, p. 310). 

The emergent perspective makes students learning of mathematics placed in the 

social context of the classroom (Cobb, 2003).  

Additionally, the emergent perspective stresses the importance of the 

analysis of classroom mathematical practices as it is situated in classroom social 

context. Because the studentsô mathematical development may include both 

coordination of psychological analysis of their individual activities and also social 

analysis of norms and practices (Cobb, 2000). Thus, it is not possible to separate 
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the individual and the classroom community from each other and ñthe existence of 

one depends on the existence of the otherò (Stephan, 2003, p. 28). Therefore, both 

the social and psychological perspectives are equally important in organization of 

the analysis of collective mathematical learning of the classroom community 

(Andreasen, 2006). Table 2.1 shows both two perspectives.  

 

Table 2.2 Emergent Perspective (Cobb & Yackel, 1996) 

 

Social Perspective Psychological Perspective 

Classroom social norms Beliefs about oneôs own role, 

othersô roles, and the general 

nature of mathematical activity in 

school 

Socio-mathematical norms Mathematical beliefs and values 

Classroom mathematical 

practices 

Mathematical conceptions and 

activity 

 

 

Teachersô understanding of learning is a process of both individual and 

social construction that provides them a conceptual framework for understanding 

the learning of students (Simon, 1995). Wood, Cobb, and Yackel (1995) asserted 

that teachers expected to construct the mathematical practices according to the 

learning ways of mathematics. It is the main challenge that researchers and 

mathematics educators -especially the mathematics teacher educators- face with 

(Simon, 1995). It is critical to reconstruct what it means knowing and doing 

mathematics in school and accordingly how to teach mathematics in that way. 

The importance of social constructivism comes from its being the emergent 

perspective for the current study that developed the classroom mathematical 

practices.  Social constructivism is said to be a kind of constructivism that specifies 

the context socially and defines the culture and learning collaboratively (O'Donnell 

& King, 1998). According to social constructivism learning occurs with social 

interaction of learning environment since it has some socio-cultural aspects. The 
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idea of social constructivism developed related to Vygotskyôs ideas (Palmer, 2005) 

by considering the effect of language used between learner and other people, and 

also the effect of this interaction on the other people situated in that learning society 

(Jones & Brader-Araje, 2002). Thus, it is mainly interested in the effects of 

language, communication, and culture on the learning which is a continuous 

process (Fosnot, 1996). Vygotsky advocated that the level of individual learning 

can be increased by interacting with the other people on the related issue. Thus, the 

knowledge gained by interaction with other people may be much more than the 

knowledge gained by working alone (Liang & Gabel, 2005).  

In studies conducted by taking the social constructivism as background, the 

teachersô role is defined as organizing learning environments to support learners. 

By this way, they can support and improve skills such as analysis, critical thinking, 

and deep understanding (Trigwell, Prosser & Waterhouse, 1999). Accordingly, 

social constructivist approach has positive effect on learners by providing powerful 

learning environments. Thus, it is beneficial to conduct design experiments by 

using social constructivism as a background (Woo & Reeves, 2007). In this way, 

design experiments were used in the present study by organizing various instruction 

and working by and on them systematically to provide a powerful learning 

environment for the students. Moreover, design experiments may be conducted to 

provide effective learning environments for the learners. By using this perspective, 

it was aimed to evaluate the studentsô construction of learning from various ways. 

Thus, whole instructional design of the current study was organized around this 

philosophy.  

For the current study, social constructivism was used as framework. In other 

words, to examine the mathematical practices that formed during the classroom 

sessions, an interpretive framework was used for explanation of learning based on 

psychological perspective and social perspective as mentioned above (Cobb, 2000; 

Cobb & Yackel, 1996). According to emergent perspective, students determine 

their mathematical understanding during the community works by making 

contributions for the emergence of mathematical practices (Cobb & Yackel, 1996; 

Yackel & Cobb, 1996). In this respect, to identify and determine the classroom 

practices both the working of individuals and the groups are considered equally 
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(Cobb, 2000). For the analysis of classroom learning an interpretive framework 

offered by Cobb and Yackel (1996) used as illustrated in Table 2.1 above.  

This study aimed to examine social aspects of the classroom which were 

supported by individual learning. As mentioned above, the social perspective 

interested in evaluation of the social norms, socio-mathematical norms, and 

mathematical practices of the classroom by considering the collective learning of 

students in mathematics classroom. The social norms of classroom refer to the 

taken-as-shared ways of studentsô participation to the whole class activities. The 

term taken-as-shared was defined by Cobb, Wood, Yackel, and McNeal (1992) as 

when studentsô understandings, explanations and interpretations become 

compatible with classroom dialogue and activities, this is what they called those 

interpretations and meanings become taken-as-shared. Social norms may include 

some processes such as studentsô developing meaningful solutions to problems, 

explaining or justifying solutions, trying to understand other studentôs ideas, and 

asking questions to the arising misunderstandings or disagreements (Yackel, 2001).  

The psychological aspect of the emergent perspective focuses on the 

individualôs reasoning on specific context and the studentôs ways of conducting 

interactions with the classroom community (Cobb & Yackel, 1996). The studentsô 

ways of interacting with other members of the classroom community and how that 

interaction supports and develops the individual learning is closely linked to the 

social and socio-mathematical norms of the classroom. As mentioned above, the 

social and individual aspects of the emergent perspective go parallel with in a way 

that during the examination of social aspects, each studentôs individual learning has 

a contribution to the development of taken-as-shared mathematical ideas since they 

formed in classroom community. Also, during the examination of the individual 

studentôs understandings of mathematical ideas, the social aspects enlighten the 

individual studentôs participation in the whole classroom activities. Therefore, for 

an appropriate and complete analysis process of classroom sessions, the social and 

the individual aspects should be coordinated through its support of individual 

studentôs learning and collective mathematical understandings (Cobb et al., 2001; 

Cobb & Yackel, 1996).  
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2.8 Realistic Mathematics Education (RME) 

 

In order to produce the basic philosophy of a design-based research, you 

must understand the innovative forms of education that you may wish to bring 

(Gravemeijer & Cobb, 2006). Gravemeijer and Cobb (2006) accordingly states that 

this is consistent with the phrase, "If you want to change something, you have to 

understand it and If you want to understand something, you have to change it" 

(p.17). Therefore, the RME has emerged because of the need for a change in 

mathematics education. 

Realistic mathematics education is a domain of specific instruction theory 

for mathematics (Van den Heuvel-Panhuizen & Drijvers, 2014). According to 

Gravemeijer and Cobb (2013), this theory has emerged as a response to teaching 

approaches in which mathematics is used as a ready-made product. Freudenthal 

(1973), argued that mathematics should be a series of activities for students. A re-

invention period in the guidance of the teacher, and subsequently, this mathematical 

activity should ensure that students encourage the imagination of mathematics as a 

unit of knowledge. This requires that the starting points of instruction should be real 

for students. This means that problem situations must be presented to students as 

they can reason, and they can actively take part in the solution.  The main aim in 

this process is that the mathematics developed by the students should be real for 

them. In other words, one's learning of mathematics really depends on how much it 

combines with real life (Gravemeijer & Cobb, 2013). In this study, the term 

Realistic Mathematics Education will be abbreviated as RME.  

RME is offered to have rich and realistic context in mathematics learning 

processes. The context may be everything that construct a source for the 

development of mathematical tools and procedures; and a context in which students 

can progress step by step to another stage by applying the mathematical knowledge 

in following step and going from informal knowledge to formal one.  The real-

world situations are stressed in RME and realistic context has a broader meaning 

here. Realistic; it is not only the necessity to produce a problem from the things that 

come from real life, but the students should be able to visualize the problem 

situations in their minds which are presented to them. So, mathematical problems 
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can come from real life as well as imaginary world, as long as they can revive 

students in their minds (Van den Heuvel-Panhuizen & Drijvers, 2014). In this study, 

the participant teacher used the instructional sequence (Stephan, 2015) that was 

prepared based on the RME.  

As mentioned above, RME was formed as a reaction to traditional 

mathematics teaching approach in which students are static receivers of knowledge. 

But, Freudenthal, thought and considered that mathematics would be an activity in 

which students can actively participate in education process (Van den Heuvel-

Panhuizen & Drijvers, 2014). Thus, according to RME, the mathematical teaching 

and learning process should include both individual and social participation rather 

than being taught in a closed system (Cobb & McClain, 2001; Van den Heuvel-

Panhuizen & Drijvers, 2014). 

Six principles of RME is offered in the literature (Van den Heuvel-

Panhuizen & Drijvers, 2014). The first principle is activity principle. This feature 

stresses the active participation of students and the importance of learning 

mathematics meaningfully depends on doing mathematics (Van den Heuvel-

Panhuizen & Drijvers, 2014). In the current study, students actively participated in 

each activity which were presented through instructional sequence both by 

individually or by whole class discussion, by verbally or by written works. The 

second principle is reality principle and it is about understanding what reality is. In 

this principle, the students should face with problems from real world, and also the 

instructional process should start from meaningful situation for students. For 

instance, rather than starting the teaching process with giving definitions, students 

may be put into informal process related to the context. In other words, 

opportunities should be given to students to mathematize the related context (Van 

den Heuvel-Panhuizen & Drijvers, 2014).  

In the current study, each specific sub-domain on the instructional sequence 

was started with asking a question from the real world to the students; or by making 

them to think about the real-world examples of the related domain. For instance, 

while starting to the lesson of basic characteristics of prisms, teacher asked students 

whether they had heard the term of prism, and about the examples of prisms from 

the physical world around them. Students gave examples for prisms from the 
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physical world around them and tried to mathematize them by using appropriate 

mathematical language. Third one is level principle which stresses the students 

passing through various levels while learning mathematics. Furthermore, these 

levels may be passing from the informal knowledge to the formal concepts, starting 

from concrete to abstract, making connections between concepts and strategies, 

developing some shortcuts or solutions for the problems etc. The content should be 

prepared according to this principle to provide studentsô mental participation to the 

educational process (Van den Heuvel-Panhuizen & Drijvers, 2014). For the current 

study, the content was prepared step by step to provide this principle. The students 

first faced with informal knowledge of prisms by giving daily life examples, then 

they defined the prisms and related concepts, after that they learned the basic 

features of prisms by discussing on the given examples of prisms from physical 

world. Later on, they related the concepts to the problems, used that concepts to 

solve problems by also developing different strategies. The fourth principle is 

intertwinement and it underlines that the mathematics have several domains as a 

science and those are inseparable in it. For instance, students operate estimation, do 

mental arithmetic, and use algorithms at a close connection (Van den Heuvel-

Panhuizen & Drijvers, 2014). It the current study, for example, by formulating the 

surface area of the prisms, they needed to use the features of prisms as well as 

algebraic expressions at the same time. The fifth one is interactivity which is 

mentioned above in the characteristics of RME.  

RME considers mathematics learning as a social activity and wants students 

to involve in whole class discussions or group works to share their ideas with others 

to develop their understanding (Van den Heuvel-Panhuizen & Drijvers, 2014). In 

the present study, each classroom session was performed with the active 

participation of students by verbally or by involving in group works. The last 

principle is guidance principle that underlines the proactive role of the teacher. 

According to RME, teachers operate the educational process by supporting 

studentsô development of meaningful understanding of mathematics. For this, it is 

offered that educational programs should be prepared as long-term learning 

trajectories (Van den Heuvel-Panhuizen & Drijvers, 2014). In the current study, the 
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instructional sequence was performed by a conjectured HLT with the guidance of 

the participating teacher and the researcher.   

Additionally, based on these principles of RME, various local instruction 

theories and instructional sequences have occurred for many years (Van den 

Heuvel-Panhuizen & Drijvers, 2014). Specifically, in the last years, most of them 

was developed by integrating the technology to the theory. Similarly, Doorman 

(2005) developed a local instruction theory in the context of early statistics by the 

support of DGS. Gravemeijer (1994) elaborated the development of local 

instruction theory, by forming with design-based research. Also, it included 

involving a cyclic process during the experiment, designing an instructional 

sequence, and a retrospective analysis of the process.    

Considering the explanations above, in the present study, six principles of 

RME were used by the researcher and the participating teacher to prepare an 

instructional sequence with guidance of an HLT. Also, the current study aimed to 

develop a local instruction theory including a cyclic process and retrospective 

analysis during the experiment. Development of local instruction theory and 

retrospective analysis issues are mentioned in the method part.  

 

2.9 Summary 

 

By reviewing the literature, it can be concluded that learning mathematics 

is a social interaction process in which students are expected to do mathematics to 

get a conceptual understanding of related issue. Doing mathematics refer to involve 

in learning process by explaining, expressing, justifying, supporting, refuting ideas 

of their own or otherôs ideas by using appropriate mathematical language in 

classroom community. As those actions become taken-as-shared way of the 

classroomôs expressing their thinking, classroom mathematical practices take place. 

To support the formation of classroom mathematical practices, an argumentative 

classroom environment is needed to be created in terms of sharing ideas in social 

context. The relationship between classroom mathematical practices and 

argumentation of students in terms of social interaction, it requires the formation of 

social and socio-mathematical norms of classroom which are the aspects of social 
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constructivism. The necessity of starting and guiding those argumentations from a 

good and appropriate starting point, it is required to use the RME theory as a 

framework since RME offers to have rich and realistic context in mathematics 

learning processes. The evaluation of that kind of comprehensive environment is 

needed to conduct a design-based research by organizing an instructional sequence. 

A hypothetical learning trajectory guided the instructional sequence and 

implementation of the study. It is formed by considering the learning objectives, 

learning activities, and learning process. HLT is planned by considering students 

active participation to the classroom argumentations in terms of forming, analyzing, 

testing, and discussing their mathematical ideas and reasoning in related context. 

Dynamic geometry software is used as an instructional tool to support the students 

learning and understanding of three-dimensional solids. The DGS is expected to 

encourage studentsô participation to the classroom actions.  

To sum up, the current study aims to contribute to the literature by providing 

data about the students learning of three-dimensional solids by involving in an 

instructional sequence guided by an HLT and by engaging in an argumentative 

classroom environment by expressing themselves verbally in terms of their 

reasoning and understanding of the concept. Moreover, this study is expected to 

provide contribution related to the effect of usage of dynamic geometry software as 

an instructional and a technological tool for enhancing the studentsô participation 

to the experimental process.  
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CHAPTER 3 

 

 

 

METHODOLOGY  

 

 

A design-based research approach was used for the current study to provide 

an accurate and deep understanding of the learning environment of eight graders 

within the context of three-dimensional shapes with the support of argumentation 

and DGS. This chapter includes several issues related to methodology of the study. 

First discussion was based on the characteristics and sequence of design-based 

research. By this way, detailed information was given about HLT and the 

instructional sequence of the study. Interpretive framework of the study was 

explained. Then the case of study type was discussed. After that data collection and 

data analysis process were described. Finally, trustworthiness issue and limitations 

were mentioned. This section was closed with a short summary.  

 

3.1 Design-Based Research Approach 

  

The emergence of design-based research as a new methodology for 

educational research appears on the first decades of current century (Anderson & 

Shattuck, 2012) and has shown a growing popularity throughout this time (Barab 

& Squire, 2004). Most of the well-known and qualified journals, respectable 

authors and educator researchers identified the potential of design-based research 

to increase the quality and leap for educational area (Anderson & Shattuck, 2012). 

By giving this attention to design-based research, this methodology has shown an 

increasing attention in mathematics education (Cobb, 2003).  

Anderson and Shattuck (2012) defines design-based research as a 

methodology that aims to increase the effect and transformation of education 
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research into practice. Moreover, there is a strong emphasis for both practice and 

research need building up the theory and developing some principles that guide 

them in educational contexts. Plomp (2013) defines design research as ñaims to 

design and develop an intervention (such as programs, teaching-learning strategies 

and materials, products and systems) as a solution to a complex educational 

problem as well as to advance our knowledge about the characteristics of these 

interventions and the processes to design and develop them, or alternatively to 

design and develop educational interventions (about for example, learning 

processes, learning environments and etc.) with the purpose to develop or validate 

theoriesò (p.15).  

Similarly, Anderson and Shattuck (2012) mentioned about characteristics of 

a quality design-based research by addressing the educational context and 

developing intervention. First, they emphasized that research should be conducted 

in an educational context which would- provide more valid results for research and 

ensures those results can be source for other context to assess and improve the 

practice. Secondly, they focused on the significant intervention. The authors noted 

by referring to Brown (1992), an effective intervention should be applicable by 

average classroom environments and should be supported by personal and 

technological tools. Producing an intervention should be done by both researcher 

and practitioner. First issue is assessing a local context. It should be supported and 

informed by other context with appropriate literature, theory, and practice.  

Moreover, it should be designed to find a solution to a problem or providing an 

improvement in that local practice.  Many examples could be given to intervention 

as a learning activity, a different type of assessment or application of a 

technological tool (Anderson & Shattuck, 2012).  In the current research, the study 

was conducted in an educational context by using an instructional sequence 

including usage of technological intervention regarding the quality of design-based 

research.  

According to researchers, the lack of relevance between the educational 

research and educational practice brought out a need for design-based research 

(Plomp, 2013). An important determination from the Design-Based Research 

Collective (2003) was that ñeducational research is often divorced from the 
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problems and issues of everyday practice ï a split that resulted in a credibility gap 

and creates a need for new research approaches that speak directly to problems of 

practice and that lead to the development of óusable knowledgeô.ò (p.5). In van den 

Akker (1999), it is stressed that traditional research approaches such as experiment, 

questionnaire, and correlation analysis just provide prescriptions for design and 

development problems in education. He argues that an important reason of design 

research is rooted in the complex nature of educational reforms all over the world. 

Radical reforms cannot be developed on drawing sheets in government offices but 

calls for systematic research are made to support development and implementation 

processes in various contexts. Similarly, Reeves (2006) mentions about traditional 

research approaches as are studies that are poorly thought out and poorly conducted, 

resulting in no significant difference or, at best, average effect sizes. In fact, design-

based studies should be conducted to investigate what is needed to solve the 

emerging problems, rather than to investigate whether a method is better than 

another method (Reeves, 2006). In this field, design-based research has been 

proposed to allow researchers to test and generate various concepts in their natural 

contexts (Brown, 1992). Barab and Sequire (2004) introduce the ñdesign-based 

research is not so much an approach as it is a series of approaches, with the intent 

of producing new theories, artifacts, and practices that account for and potentially 

impact learning and teaching in naturalistic settingsò (p. 2). Moreover, it is 

evaluated as a function study by concerning educational settings with their learning 

process designs considering the complexity of them. It is expected to understand 

the learning process and the main purpose should be to develop domain specific 

theories. In this context, DiSessa and Cobb (2004) states that design-based research 

should produce considerable theoretical inferences to sign the distances between 

the educational theory and practice. Also, they claim that for description and 

discussion of educational phenomena, design research may provide new constructs. 

Design-Based Research Collective (2003) stated some basic characteristics 

of design-based research as; it is generally conducted in a single setting during a 

determined period; it includes cycles of design, application, analysis, and redesign; 

documentation and connection of outcomes to the whole study process; researcher 
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and participant collaboration; development of knowledge that it can be used in 

practice. Stated phases of design research are discussed below.  

 

3.1.1 Phases 

  

Testing and revising the assumptions of phenomena and developing theories 

in this context can be defined as the basic characteristic of design-based research. 

(Cobb, 2003). In Cobb et al., (2003), they suggest five features for design-based 

research. First one is about developing theories about learning process as mentioned 

above. Second feature is about the interventionist feature which provides 

opportunities for researchers to evaluate educational improvements in their natural 

context. Third one is that design-based research is prospective and reflective. While 

prospective side takes account of the possible ways of learning accompanied with 

a hypothetical learning trajectory; reflective side is about the several stages of 

experiment like testing, refusing, generating, or testing again. These two 

characteristics make the methodology have a cyclic process. The fourth, iterative 

feature is composed of prospective and reflective features; and is about process of 

cycling. And the last feature is that developing the theory during the experiment as 

it should be applied in the real world (Cobb et al., 2003).   

 

 

Figure 3.1 Iterations of systematic design cycles (Plomp, 2013., p.17) 
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All systematic education and training processes are cyclical because they 

involve design, analysis, evaluation, and revision activities; and this process 

continues until it reaches an appropriate balance of interest (Plomp, 2013). Also, 

there are authors illustrated this cyclic process in various ways (Bannan, 2013; 

Reeves, 2000, 2006).  Authors may use variety of illustrations for picturing the 

details of design-based research, but they generally agree on that it has several 

phases (Plomp, 2013). For example, Cobb et al. (2003) mentions those phases as 

preparing for design experiment, conducting design experiment, and later 

retrospective analysis. Also, a variety of researchers used same categorization in 

their reports (Cobb, Gresalfi & Hodge, 2009; Gravemeijer & Cobb, 2006; 

Gravemeijer & Cobb, 2013). In this research, phases mentioned in Cobb et al. 

(2003) were chosen for design cycles and they were explained below in detail.  

 

3.1.1.1 Phase 1-Preparing for the experiment 

 

According to first phase of the design-based research, it is stressed that a 

local instruction theory can be evaluated and revised during the classroom 

experiment. In the ongoing process, learning goals should be clarified, instructional 

ending points and starting points should be determined. Determining the learning 

goals could be through assessment, tradition, or history. It is important not to get 

and use a school curriculum as it is given. Also, it should be examined, reorganized, 

and identified in a most useful way for students. The core idea of the content is also 

another important point in here (Gravemeijer & Cobb, 2013).  

The present study designed around the context of the basic features and 

elements of prisms, the surface area of rectangular prism and the surface area and 

volume of the cylinder. Looking at the history of the classroom, they were eighth 

grade students and they had the knowledge of two dimensional shapes which they 

could relate the context to the three-dimensional shapes. Moreover, they had the 

knowledge of what a prism is and what a cube is and about its characteristics. This 

was an important issue for the current study since it was expected participating 

students to call back their knowledge about the context and provide dialogues for 

the classroom argumentation regarding data, warrant or claim.  
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In the literature, it is mentioned that traditional learning environment serves 

pencil-paper learning process regarding geometry and specifically for three 

dimensional shapes. Classical school textbooks provide just those ñdescribed 

illustrations aboveò (Denbel, 2015, p.23). But generally, because of their lack of 

the visualization of the concepts, they cannot provide comprehensive illustrations, 

since the textbook are static. For this reason, it is suggested to use dynamic 

geometry software like Geometerôs Skechpad, Cabri, Geogebra in lessons to 

provide accurate and comprehensive learning environment (Denbel, 2015).   

Considering those issues, the learning goals which were already placed in 

national curriculum were revised, reorganized, and specified according to the 

domain of the current study. Here, another important issue was determining the 

starting points. For this determination, Gravemeijer and Cobb (2013) suggest 

making assessment like written tests, interviews, or performance assessments of 

whole class. For the current study, a pre-test was applied to the classroom aligned 

with the phase before the study started. After completing the identification of 

starting points and ending points of instruction, another step is to formulate a local 

instruction theory (Gravemeijer & Cobb, 2013). 

Explaining the local instruction theory, Gravemeijer and Cobb (2013) states 

that kind of conjectured local instruction theory consists of assumptions about a 

possible learning process and assumptions about possible ways to support this 

learning process. Support tools include potentially productive instructional 

activities and (computer) tools, a predicted classroom culture and the proactive role 

of the teacher. The research team tries to predict how students will develop their 

thoughts and understandings in planned teaching activities. In this way, the research 

team tries to accommodate the need for planning in advance and the need to be 

flexible while developing the students' existing understanding as the design 

experience continues. Design based researchers are expected to get ideas from 

several sources while preparing an instructional sequence, but the important point 

is to work in an advanced way. They must use materials as much as possible those 

are available and adopt them to new applications (Gravemeijer & Cobb, 2013).  

Accordingly, for the preparation process of instruction of the current study, the 

classroom culture, available instructional tools that can be used in instructional 



79 
 

process like smart boards, dynamic geometry software, concrete learning materials 

and worksheets were designed consistent with national curriculum according to the 

student needs and integrated into the instructional sequence. Also, the plans were 

left flexible that it could be possible to make any changes or developments in 

context if it were necessary. The classroom culture and the proactive role of the 

teacher were considered while formulating the design experiment. ñWhat were the 

classroom norms, what kind of discussions could occur, what kind of activities 

could motivate students to participate in whole class argumentation, how to 

introduce the topic to the classroom by getting their attention, how to start and 

conduct classroom discussionò were the base questions for formulating the design 

of current study. To formulate the design of the study, also a hypothetical learning 

trajectory (HLT) was created to follow as a pathway. This HLT was planned for 

four and half weeks and seven lesson hours for each week.  

 

3.1.1.2 Phase 2-Enactment of the design experiment 

 

Second phase is to design experiment after completing the preparation of 

the study. After all the end points and starting points are defined, local instruction 

theory is formulated, design study can begin. This second phase starts with iterative 

process of the design cycles. This cycles and analysis are critical for process of 

testing, understanding, developing, and revising (Gravemeijer & Cobb, 2013). 

Design-based studies consist of a circular cycle involving testing and redesigning 

whole teaching activities. In fact, the research team evaluates how the interactions 

between the teacher and the students will occur aligned with the planned 

instructional activities during each lesson cycle.  
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Figure 3.2 Cycling Process (Gravemeijer & Cobb, 2013) 

 

Also, the research team tries to analyze the participation and learning of the 

students, considering both the progressive educational activities that are already 

taking place in the class and the retrospective activities. Based on these analyzes, 

the research team makes decisions such as the validity of the assumptions placed in 

the classroom activities, the formation of certain norms related to them, or the 

revision of the design from a specific perspective (Gravemeijer & Cobb, 2013). 

Therefore, this is a cyclic process (Figure 3.2) including whole experiments of 

thought and instruction (Cobb et al, 2003). As introduced in Simon (1995), a 

mathematical teaching cycle involves the learning objectives of the students, the 

planned teaching activities, and a predicted learning process. Thus, it is possible to 

associate this process to the Simonôs (1995) mathematical teaching cycle. The 

teacher observes the current understanding of the students during their activities 

and makes necessary revisions. Therefore, this cycle emphasizes the importance of 

anticipation and intervention in accordance with the design-based research (Aky¿z, 

2010, Cobb et al, 2003, Gravemeijer & Cobb, 2013). Relatively, a mathematical 

teaching cycle can be defined as a process of conjecturing, testing, and revising the 

hypothetical learning trajectory (Gravemeijer & Cobb, 2006).  
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3.1.1.2.1 Micro-macro cycles, local instruction theory and HLT 

 

In design-based research, the micro cycles introduced above, support the 

development of local instruction theory. There is a reciprocal relationship between 

those two concepts. While the local instruction theory leads the micro cycles, those 

micro cycles of thought and instruction forms the theory (Gravemeijer & Cobb, 

2013). This reciprocal relationship has been shown in Figure 3.3 that is adopted 

from Gravemeijer & Cobb (2013). 

These micro cycles require that the research team involve in a continuous 

analysis process. These may be individual activities of the students, as well as social 

communication processes that will influence the thinking skills in the classroom. In 

this analysis process, short meetings with the participating teacher immediately 

following the completion of the classroom activities have a critical importance for 

the evaluation and reinterpretation of classroom sessions. It is also necessary to hold 

longer meetings, which should be repeated periodically in addition to short ones. 

Their overall focus is to evaluate the whole local instruction theory. 

 

 

Figure 3.3 Reciprocal relation of local instruction theory and micro  

cycles (Gravemeijer & Cobb, 2013) 
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It was previously explained that the local instruction theory is a longer 

process involving all the learning processes and activities were planned to improve 

mental activities. Therefore, in a design-based study, two levels of conjecturing and 

revision process can be defined for each classroom session and for all instructional 

process. For the current study, during four and half week in instructional sequence, 

there were five micro cycles occurred for each phase of the designed HLT.  Each micro 

cycle included necessary elements of cyclic process like holding small meetings 

immediately after completing daily classroom session to make an evaluation of that 

session.  

Accordingly, in a design-based study, in addition to the adaptation of the 

general learning process, macro-design cycles can be defined that provide data from 

the retrospective analysis of the study to other studies (Cobb et al., 2003; 

Gravemeijer & Cobb, 2013; Gravemeijer & van Eerde, 2009). Therefore, 

combination of micro cycles formed macro cycle (Gravemeijer & van Eerde, 2009). 

Those macro cycles were shown in Figure 3.4 adopting from Gravemeijer & Cobb 

(2013).  

 

 

Figure 3.4 Micro and Macro Cycles (Gravemeijer & Cobb, 2013) 

 

In the light of those explanations, in the current study, there was one macro 

cycle occurred and five weekly micro cycles were in it. The HLT was implemented 

in that macro cycle. Relatedly, the instructional sequence was examined and 

evaluated as weekly mini cycles, necessary revisions were made on the HLT. In 
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everyday meetings conducted after completing each class sessions, the evaluation 

of the daily instruction was made and with guidance of those evaluations necessary 

revisions were made on the HLT for following classroom sessions. Also, after-class 

meetings provided data for the weekly long meetings. The process continued 

throughout the study and formed the long-term macro cycle.  

For the current study, an HLT was planned on the basis of teaching prisms, 

their basic elements, and their nets, surface area and volume of the cylinder 

enriching the instruction with argumentations and GeoGebra. The main focus was 

to develop studentsô understanding of the concept by working on activity sheets and 

by involving in whole class discussions. Aligned with the requirements of the 

design research process, HLT were constructed on some conjectures of the 

researcher and the participating teacher. Those conjectures were drawn about the 

studentsô expected ideas, behaviors, claims, discussions related to the context of 

instruction.  

In the preparation process of HLT, national mathematics curriculum for 

eighth graders, their textbooks used in lessons and literature review for the teaching-

learning of three dimensional shapes were used for the current study. Activities 

were shaped simultaneously with HLT since they had a reciprocal relationship. 

While forming the activities, Stephanôs (2015) work named ñSurface Areaò, a 

website of the Ministry of National Education that includes tests for all classroom 

levels, and studentsô textbook were used as sources. While ordering the activity 

sheet, studentsô thinking levels and learning goals derived from national curriculum 

were considered.  

HLT of the current study planned as a whole learning process by considering 

learning goals and teaching-learning activities. The learning practices proceeded 

during four and half weeks and seven lesson hours each week. Instructional learning 

cycle was constructed based on HLT, classroom sessions consisted of two-way 

interactions between teacher and students, and the researcherôs and the instructorôs 

knowledge. During the instructional sequence, revisions on the HLT were made if 

necessary which is nature of cyclical process. The responsivity of the teacher during 

the process was to select appropriate topics for whole class discussions and to 

provide an environment for those discussions aligning with the HLT. This was a 
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requirement for proactive role of the teacher (Gravemeijer & Cobb, 2013) to 

develop studentsô understanding about the concept of three dimensional shapes. 

This study included four learning objectives derived from national curriculum and 

reorganized according to educational needs of the students. These four leaning 

objectives formed the five phases of the HLT. These learning objectives are defined 

in the National Mathematics Curriculum as:  

¶ Identifies the right prisms and determines their basic features, elements, and 

draws the nets.  

¶ Identifies the basic elements of a right circular cylinder and its net.  

¶ Constructs the formula of surface area of right circular cylinder; solves related 

problems.  

¶ Constructs the formula of volume of right circular cylinder; solves related 

problems (MoNE, 2013).  

 

As, it is mentioned above, these national objectives were evaluated and 

reorganized according to studentsô needs (determined with small pilot study). Those 

phases were explained in detail below.  

The first phase included two interrelated parts in it. First part was related to 

understanding of construction of prisms and determining its basic elements and the 

second part was related to displaying the surface nets of prisms. First phase of the 

HLT included 10 activity sheets to assist instructional sequence. Accordingly, first 

part of the first phase covered two worksheets and second part covered eight 

worksheets. The first partôs activity sheets aimed the students to think about the 

common properties of prisms. The aim was to construct an understanding and 

identification of common properties of perpendicular prisms. 

Constructing on the first part, second part of the HLT included activities that 

derived and reorganized from Stephanôs (2015) work and from the website of 

Ministry of National Education. The order of activities designed step by step to 

provide an activity which would be the basis for the next one. It is important to 

improve mathematical reasoning; construction of the activities should be in an 

appropriate order. The aim of these activity sheets was to create a basis for the net 

of prisms by working with views of prisms from different ways.  
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Table 3.1 First Phase of HLT 

 

 

 

This part of the HLT was prepared under the concept of ñcandy wrapping 

companyò. Each shape was designed with unit squares on it to make students 

understand those unit squares are the same as the length of the shape. In this second 

part of the HLT, each activity assisted by a GeoGebra file and after working each 

question individually or in groups, classroom check was applied on the GeoGebra 

file to make student construct the conceptual understanding of the context. 

Moreover, the teacher gave unit cubes to students to construct the shapes given in 

the activity sheet for helping them to develop their three-dimensional imagining 

from various ways. In Table 3.1 first phase of the HLT was shown.  

For the second phase of the HLT, six pages of activity sheet was prepared 

related the learning objective of ñconstructing the formula of the surface area of 

perpendicular prismsò. For this part of the instructional sequence, Stephanôs (2015) 

Learning Objectives Determining of basic elements of prisms 

Nets of prisms 

Planned Period 4 lessons 

Studentsô Prior 

Knowledge 

Two dimensional shapes 

What a cube is. 

Common properties of cube 

 

Context and Concepts What is a prism? 

Common Properties of Prisms 

Types of Prisms 

Edge, Top-bottom bases, Height 

Different views of Prisms 

 

Tools Activity sheets 

GeoGebra File 

Unit cubes 

 

Conjectured Classroom 

Discussion 

Daily life examples for prisms  

Conclusions on the basic elements and 

common features of the prisms. 
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work was the primary source. By the end of this phase of the study, students are 

expected to understand the surface area of perpendicular prisms and could be able 

to solve related problems. Activities of this phase again designed step by step 

constructing on each other. For example, first shapes of the activities were given 

unit squares on them and wanted students to find out ñhow they can wrap those 

candies by using wrapper papers?ò and ñhow many unit squares would be there?ò. 

Working on those questions, the aim was to make an introduction to the surface 

area of the perpendicular prisms. After being asked various questions about unit 

squares, students worked on activities that included shapes without unit squares. 

With those questions students were expected to make connection between unit 

squares and length of the edge of shape. With the support of GeoGebra files for 

each activity sheet, students checked their solutions by discussing them in 

classroom environment.  

At the end of the activity sheet, students were asked to work in pairs to 

produce a formula for perpendicular prisms. After giving a certain time period to 

them, they were asked to explain their answers with reasons and justifications. In 

here the important point was studentsô abilities of transforming their numerical 

work into algebraic expressions. They worked on various activities by solving them 

and as a next step it was time to express the process by algebraically. This is a 

challenging process and an issue for students to transform that kind of numerical 

knowledge into algebraic expressions, also to understand ñhow to name any length 

with a letter or a character. For this process, the proactive role of the teacher and 

the ways of operating it comes forward. In here, teacher should be as much as 

supportive to make student overcome that transformation of knowledge in a 

mathematically meaningful way. For instance, she/he can remind the meaning of 

algebraic expressions by asking a question. For example, letôs assume the teacher 

asked a question as; "What is the perimeter of a square with an edge length of 5 

cm?" Probably all students can answer such a question. The teacher can change it 

as; "How many centimeters is the perimeter when the edge length is ñaò cm instead 

of 5 cm?" This discussion would be a guide for further steps to produce formula for 

surface area. The discussion can be developed with studentsô answers. Students will 

probably find the perimeter of that a square is ñ4aò units that is given in length of 
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each edge is ñaò unit. What is important here is to organize the new knowledge they 

have gained with classroom activities by combining the former information.  

Second phase of the HLT was shown in Table 3.2.    

 

Table 3.2 Second Phase of HLT 

 

Learning Objectives Constructing the formula of the surface area of 

perpendicular prisms 

Planned Period 6 lessons 

Studentsô Prior 

Knowledge 

Common Properties of Prisms 

Edge, Top-bottom bases, Height 

Context and Concepts Surface area 

Tools Activity sheets 

GeoGebra File 

Conjectured Classroom 

Discussion 

Wrapping equals to surface area  

Unit squares equals to length 

Process of finding the formula of surface area 

of perpendicular prisms  

 

 

 

Third phase was planned related to the learning objective of ñdetermining 

the basic elements of cylinder, constructing, and drawing the net of itò. This phase 

of the HLT was prepared with six pages of activity sheets. At the end of the phase, 

students were expected to construct the knowledge of basic elements and net of a 

cylinder. The process started with the teacherôs questioning students about what a 

cylinder is and asking them to give daily life examples of it. This process was to 

check the prior knowledge of students about cylinder.  
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Table 3.3 Third Phase of HLT 

 

Learning Objectives Determining of basic elements of cylinder 

Net of cylinder 

Planned Period 6 lessons 

Studentsô Prior Knowledge Knowledge of rectangle  

Knowledge of circle 

Radius, diameter, PI number 

Circumference of circle 

Context and Concepts What is a cylinder? 

Common properties of a cylinder 

Tools Activity sheets 

GeoGebra File 

Conjectured Classroom 

Discussion 

Wrapping a cylinder equals to net of it. 

Is a cylinder also a prism? 

Circumference of one base cylinder equals 

to length of side edge on which it is 

wrapped.   

 

 

The first question was about asking students to draw a wrapper of cylinder 

candy which tried to evaluate whether students understood the aim of the question 

which was ñwhat the net of a cylinder is?ò in real. Then, the teacher questioned the 

students about their answers with reasoning and justification ways. After whole 

class discussion session ended, the GeoGebra file was opened to check their 

answers and to evaluate the relationship between changes of lengths of closed shape 

and opened shape. After constructing the knowledge of basic elements and net of a 

cylinder, other step of the activity sheet was about constructing studentsô 

understanding on circumference of one base cylinder which equals to the length of 

the edge of its side surface on which it was wrapped. Actually, this was a 

conjectured classroom discussion about previous question. By constructing on it, 

students were expected to use that knowledge as data for classroom discussion. 

Another aim was to make students to transfer the knowledge between the different 

lengths of the cylinder. For example, they were expected to be able to find the length 
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of the radius if they knew the length of the edge on which it was wrapped or vice 

versa. Throughout this phase students were expected to have knowledge base for 

the next phase which was about surface area of a cylinder. Activities of this phase 

were reorganized from the Stephanôs (2015) work of surface area. The third phase 

of the HLT was shown in Table 3.3. 

Fourth phase of the HLT was designed about the surface area of cylinder. It 

was prepared related to learning objective of ñconstructing the knowledge of the 

surface area of cylinderò. This phase was composed of four pages. First activity 

sheet was critical for being the first step of the understanding of the surface area. 

The question was about wrapping cylinder shaped candies with their dimensions as 

they were given. Since, students constructed the knowledge of wrapping a cylinder 

equals to net of it from the prior phase, they were expected to understand they would 

need net of cylinder again. In here, there was an additional point as the students 

were given dimensions of cylinders. An expected whole class discussion that the 

teacher would conduct was about ñwhat to do at this point?ò. Students were given 

a time period to work in pairs on the activities and the teacher started the 

argumentation process by questioning students with their justifications. Studentsô 

reasoning on finding and understanding how to wrap those cylinder-shaped candies 

was critical for the following step of forming a formula for surface area of cylinder.  

Next worksheet was about studentsô abilities of transforming their 

numerical work into algebraic expressions again. It was expected that students 

would have had less difficulty in this process than they would have in finding the 

surface area formula of prisms in previous lessons. It was also expected that they 

should have structured the preliminary knowledge of how to transpose algebraic 

expressions from numerical data with classroom discussions which they do there. 

After completing these activities and constructed the knowledge of surface area of 

cylinder, following activities were based on strengthening this knowledge by 

solving additional questions. Moreover, those questions were prepared to practice 

both prisms and cylinder altogether. The activities of this phase were formed from 

studentsô textbook and Stephanôs (2015) work of surface area. This phase did not 

include GeoGebra files. Table 3.4 shows the fourth phase of the HLT.  

 



90 
 

Table 3.4 Fourth Phase of HLT 

 

Learning Objectives Surface area of cylinder 

Planned Period 5 lessons 

Studentsô Prior Knowledge Net of cylinder 

Basic elements of cylinder 

Area of circle 

Area of rectangle 

Context and Concepts Surface area 

Area of circle 

Area of rectangle 

PI number 

Tools Activity sheets 

GeoGebra File 

Conjectured Classroom 

Discussion 

Forming the formula of cylinder 

 

 

Last phase of the HLT was based on the learning objective of ñconstructing 

the knowledge of the volume of the cylinderò.  While preparing the activities of this 

phase, students were expected to have the knowledge of ñwhat volume isò and 

ñvolume of cube and rectangular prismò since they had learned those concepts in 

sixth grade.  

By constructing those knowledge base, teacher started the process with a 

classroom discussion about ñwhat is volume?ò. Also, another discussion task was 

about ñhow the volume of cube and rectangular prism can be calculated and what 

element do we need for those operations?ò. This process was conjectured to call 

back the studentsô former knowledge that they calculated how many of the unit 

cubes that actually filled the inner zone when they found volume, but while doing 

this calculation instead of counting the whole cubes, they multiplied the three 

dimensions of the prisms with each other. The critical questions were ñhow they 

can fill a cylinder with unit cubes since it does not have edges?ò and ñhow they can 

find volume of the cylinder?ò The answers that expected from the students here 

were the necessity to use circle segments instead of using unit cubes to fill the 
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cylinder. Students would be able to figure out the volume of the cylinder by 

understanding how they could fill the cylinder by placing the circles via putting one 

on another one at the height of the cylinder. Additionally, students were expected 

to transfer the knowledge of the volume of cube and rectangular prism which can 

be formulated as ñmultiplication of base area and heightò. By including the volume 

of cylinder by filling it with circle segments to the discussion and relating context 

about the volume of cube and rectangular prism, the students were asked to 

conclude that the volume of the cylinder is ñmultiplication of base area and heightò 

with the guidance of whole class discussions. To support this phase, GeoGebra files 

were used to assist studentsô understanding of volume of cylinder and three pages 

of activities were included to construct the conceptual understanding of volume 

task. Table 3.5 shows the fifth phase of the conjectured HLT. 

 

 Table 3.5 Fifth Phase of HLT 

 

Learning Objectives Volume of cylinder 

Planned Period 4 lessons 

Studentsô Prior Knowledge Volume of Cube 

Volume of Rectangular Prism 

Context and Concepts Base area  

Height 

Tools Activity sheets 

GeoGebra File 

Conjectured Classroom 

Discussion 

Forming the formula of cylinder 

 

 

3.1.1.2.2 Data generation and implementation process 

 

In design-based studies, data collection, generation, and procedural progress 

depend on the theoretical intent of the design-based study from the very beginning. 
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For example, if local instruction theory is being developed in a design-based study, 

it would be appropriate to record all classroom sessions with the video camera, get 

copies of the work of all students, and collect field notes while data is being 

collected and generated. Generally, a large amount of data will be needed because 

it is important and critical to document the mathematical development of the 

students, development of mathematical reasoning, and to evaluate the emerging 

learning ecology (Cobb, Gresalfi & Hodge, 2009; Gravemeijer & Cobb, 2013). It 

is also important to audio-record the research group meetings. Because these 

meetings provide one of the best opportunities for the research team to document 

the learning process. Therefore, data generation and collection are a mechanism 

consisting of processes such as review, interpretation, decision making and 

organizing which continues throughout the study (Gravemeijer & Cobb, 2013).  

For this study, the data collection and generation process included the 

application of the phases of the hypothetical learning trajectory. This process 

consisted of a macro cycle containing weekly micro-cycles. After a total of four 

and half week and seven lessons per week, the study was completed. The literature, 

the thinking and the learning levels of the students were taken into consideration 

while preparing the instructional sequence and learning activities. The first form of 

activities was applied to ten randomly selected students from another non-

participating eighth grade. With the direction of these collected data from ten 

students, the research team made revisions on the worksheets and instructional 

sequence and the main study had started with it. The revised HLT and content were 

applied in the main study. However, during the process, there were some changes 

that were done in instructional sequence, hypothetical learning trajectory and 

activities for the following courses in accordance with the needs of the students.  

The research team, consisting of the researcher and the participating teacher, 

came together to form the macro cycle of the HLT. This process went parallel to 

the preparation of HLT. This process was completed in approximately in one week 

(throughout week-days). Throughout the instructional sequence, students went on 

working individually and sometimes in pairs. During these studies, the participating 

teacher and the researcher checked students or study groups to determine the 

progress of the studies, the way how students think differently, and the issues that 
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may come up to discuss in class. After students' individual or dual group work had 

been completed, classroom discussions started and the different interpretations, 

demonstrations, questions of the students had been evaluated together with their 

reasons. This procedure had been followed at all stages of the HLT. 

The first week of teaching began with the basic features and openings of 

prisms as it was the first stage of the HLT. This week was critical for the social and 

socio-mathematical norms of the class which would begin to emerge. With leading 

of the teacher, the first lesson started with the whole class discussion on ñwhat the 

prism isò and ñexamples of prisms from daily lifeò. The aim was to examine 

studentsô prior knowledge of the prisms and to make a beginning to the basic 

features of the prisms with the students' answers about the prism examples. 

Moreover, students were expected to make judgements about what kind of objects 

would be prisms and what could not be a prism by observing the examples of other 

students. Relatedly, they were expected to make conclusions about the basic 

features of the prisms. With the help of the worksheets, the teacher tried to lead 

them to think about ñthese shapes have a base, all of them has a heightò etc. It was 

observed during the class discussion that students generally had some idea of what 

the prism was, but when looking at the prism examples, it was seen that some of 

the objects that were defined by the students as prisms, were not prisms in real. For 

example, an issue was about cylinder-shaped pencil cans and tin cans. Those were 

among the given examples of prisms.  

Also, other given examples were camp tents and roofs of houses. Students 

were not sure about those were prisms or not. The problem with the tents and roofs 

were about their positions. Some students thought that they did not look like prisms. 

This was an unexpected issue for the researcher and the teacher. At that time, the 

teacher added the issue to the classroom discussion about those examples. During 

classroom discussions, the teacher asked the students to think about the basic 

features of the prisms and explain their thoughts along with the reasons, starting 

from the examples that are given. The features told by the students were noted on 

the board and then discussed. Examination of prism examples were written on the 

board and were done through classroom discussion. The compatible ones were 
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chosen; and then the teacher arranged the definition about basic features of the 

prisms.  

After writing those basic features of the prisms, a question aroused whether 

the cube was a prism or not. They discussed about the issue. Additionally, the 

teacher questioned about the camp tents and roofs of houses. They compared the 

features with other prisms; and decided tents and roofs were also prisms. The 

teacher explained the shapes that being slanted was not an obstacle to be prisms; 

and continued that when they change the position of any shapes they do not make 

any changes in their feature, length, height, i.e. She reminded the transformation of 

geometry and asked students whether they were doing any changes in a shape or 

not. With this discussion, students saw their own misconceptions in their minds and 

corrected themselves under the leadership of the teacher. After lesson, the 

researcher and the teacher talked about those unexpected questions and decided to 

add HLT of the study. The issue about tents and roofs would be added as a 

discussion issue for further studies; the cylinder was added to the phase of the HLT 

with the learning objective of determining the features of cylinder.  

In the following process, the activity paper consisted of sections related to 

the nets of the prisms. At the beginning of the lesson, the teacher gave the first 

activity sheet of the second section and informed the students how to proceed. This 

paper was explaining that the context would continue by associating with the 

wrapping part of a candy factory. Then in the following pages, the students had to 

show how to make wrapping paper so that the candies in the given shapes could be 

covered. Given shapes were prepared by unit cubes, to make students understand 

the connection between those unit cubes and length of the edges. GeoGebra files 

were prepared for each of the activities there. The students were expected to work 

individually for the following three pages. Also, the drawings were evaluated 

during whole class discussions. The process progressed as it was planned. After the 

students worked on the questions for each page, they were asked to comment on 

the drawings and explain the reasons for the different ideas. There were some 

students that misunderstood the task. For example, they solved the questions by 

counting the cubes that constructed the shape as it was a way of finding the volume. 

This issue was noticed while discussing about the responses. To solve this 
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misunderstanding, the teacher asked the class about their ways, and justified those. 

With studentsô explanations, that problem was handled successfully. During the 

period of the students' work, the requested students were given unit cubes to see the 

concrete form of drawings. Later, the GeoGebra file on the smart board was opened 

to check the evolution of each problem and the process was completed. 

Last three pages of this phase were based on the relationship between the 

closed and opened forms of prisms. Students were expected to evaluate and find 

out which point in the open form of the prism matches with the other point when 

the prism brought into closed form. This was an issue related with spatial thinking 

of students. There were ideas about the issue, but it was challenging for students to 

find out the matching points, so they needed to see the shapes on the GeoGebra file. 

For these pages of phase, there were not a proper GeoGebra file, thus the researcher 

opened the GeoGebra file that was prepared to show the net of rectangular prism 

and used that file to clarify the issue for students.  

After seeing on the software, students could overcome the challenges using 

this way. When the classroom session was completed, the research team conducted 

a small after-lesson meeting and talked about the issue. This was a missing part in 

the instructional sequence and should be added, so the researcher and the teacher 

decided to prepare a GeoGebra file for those questions and added it into HLT of the 

study. Other activities were questioning the missing parts of a given prism in 

opened form. The students did not have any difficulties for those questions, they 

successfully found out the missing parts of the prisms without any need of a 

GeoGebra file. With these activities, first phase of the HLT was completed with a 

learning objective of determining the basic elements of prisms and their openings.  

The second part of the HLT was related to the construction of the formula 

of the surface area of the prisms. This part started in the first week of the study and 

continued during the second week. The first page of the activity paper included 

questions about how many unit-square of wrapping paper should be used to pack 

the prisms formed by unit cubes. In these questions, the visual spatial thinking skills 

of students came forward. It is expected that the students would understand the 

incomplete or invisible parts of their minds. Moreover, they would understand that 

they cover the surfaces that actually appear while packaging. Thus, they made the 
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procedure on the surface area. For this part, the teacher asked the students to think 

over the questions for some time after they got their working papers. Later, they 

started a class discussion here about what they were being asked. The question that 

starts the discussion was "how are you packing the candies given, what are the 

measures of the paper you need to use?" Students explained their ideas on the 

subject. When the statements made by the students were examined, it was observed 

that students in general understood what they would do and which way they would 

follow. When it came to the other page, the first few questions were formed by unit 

cubes, and the students again answered questions without any difficulties. The 

candy was given in the last question and the following two pages did not include 

unit cubes. What was expected from the students here was that they must define a 

unit length for each prism by relating with their previous experiences and continue 

their procedures accordingly. While passing to those questions, students had 

difficulty to understand how to do procedures without unit cubes. That was an issue 

and a required classroom discussion. The teacher questioned the students about how 

to transform the given data from unit cubes to edge length. For this process, some 

students wanted to see the a GeoGebra file or concrete materials. Thus, concrete 

unit cubes were used to show this transformation. From this discussion, it was 

obtained that some students needed to see a concrete material or a software to 

clearly understand the process. The Figure 3.5 is from the activity sheet in which 

students had difficulty to transfer the knowledge.  

 

 

Figure 3.5 Students' difficulty 
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After overcoming this issue, the classroom continued to work on other page 

that was about forming a formula for surface area of prisms. This was a critical 

point for students because they needed to create the formula in a mathematically 

meaningful way in their minds. They were given a time period to work in pairs and 

discuss how to express the formula in algebraic version. 

During that process, the teacher and the researcher guided the groups and 

listened their ideas and gave support to make them reach the result themselves. 

Moreover, during the process, if there were any critical questions arising, the 

teacher made a whole class discussion. Looking at the process in general, students 

were aware of what they were doing and what was the meaning of finding surface 

area. This issue was clear for them at the end. But the problem was about how to 

express their ideas or finding formulas. On the paper, there were clues for students 

as examples of given formulas. Some of them developed ways to follow, but some 

of them were not clear about naming the edges. Evaluating a few studentsô 

expressions in whole class discussion, they reached the final version of the formula 

of the surface area of prisms. After working on a few questions, this phase was 

completed with the surface area of prisms which was aimed to construct the 

knowledge.  

The third phase of the HLT was about the learning goal which is about 

determining the basic elements of cylinder and net of it. This phase started at the 

second week of the study and continued at the third week. This phase of the HLT 

was included on the seven pages of activity sheet. At the beginning of the lesson, a 

discussion was planned about whether a cylinder is prism or not. As mentioned 

earlier, at the first lesson students started to talk about prisms, they gave examples 

of prisms in everyday life, some students gave examples to prisms as cylinder-

shaped pencil boxes and tin drink boxes. Then, the teacher and researcher decided 

to add the HLT that was prepared for cylinder to the lesson by having a meeting 

after lesson. After the properties of the cylinders were discussed and samples were 

given, two separate columns were created on the board and the properties of the 

cylinders and prisms were written. By looking at what was written there, the 

students decided that the cylinder was not a prism. For example, the absence of the 

edges of the cylinder base was the most distinctive aspect that students perceived.  
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After a short discussion session, the issue was enlightened, and teacher 

continued with activity sheet. Teacher gave the first page of the activity sheets to 

the students and gave time to read and understand the first question. This page was 

questioning the how to wrap a given candy in cylinder shape with a wrapper. The 

teacher asked to the class what they understood from the expression. Whole class 

replied the question as it was asking the net of the cylinder. They did not have any 

difficulties in that question and they drew appropriate openings for the cylinder. 

The remaining pages of this section were related to matching the given parts of 

cylinder; for example, finding an appropriate circle base for a given rectangle side 

face, or vice versa; and finding other lengths of cylinder by giving a certain length. 

Basically, the framework required the students to think as the same way but by 

asking in different ways, it was questioned whether students would be able to 

connect with each other or not. On the first type of questions, the students worked 

in pairs. In this type of question, students were expected to understand that one 

length of the side face and circumference of the given base should be the same 

length or vice versa; and to act accordingly. During this process, a question occurred 

as whether they should use the long side of a given rectangle to wrap around a circle 

base. This was also an unexpected question and needed to be discussed. The teacher 

questioned the classroom in this way. There was not a proper GeoGebra file for this 

discussion, but one student used her notebook, tore a paper and by circling it around 

at one time from the long side and at one time from the short side, justified her 

answer, and completed the discussion. Through this process, there were not any 

other challenging issues for students to overcome and they completed the process 

successfully. Constructing on this part, in the second part students worked on 

missing lengths of the given cylinders. In this part, they worked individually 

without any questions and finished this phase.  

The fourth phase of the HLT, was about the surface area of the cylinder and 

constructing the formula relatedly. This phase started at third week and continued 

through two lessons of last week. At the beginning of the lesson, teacher questioned 

about if there was any unrealized issue from previous task and started the session 

by giving the first page of the activity sheet. Students were asked to wrap the given 

cylinder-shaped candies with appropriate wrappers and their measures. This was an 
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easy task for students because they did the similar activities at the previous lessons. 

They completed the page by working individually without any difficulty. The 

teacher asked about the activity they did in that page and the answers gave the same 

response as surface area. In the next page, it was time to produce formula for the 

surface area of the cylinder. The teacher gave some time for the class to discuss in 

pairs and try to produce a formula as they do while working on formula of the 

surface area of the prisms. During the working period, the teacher and the researcher 

supervised the groups and supported for their method. After working on the sheet, 

they started to talk about the responses. In general, similar to working on the 

formula of the prisms, the same problem occurred as transforming the numeric data 

to the algebraic data again. Most of the students were clear about what to do and 

how to find the surface area of a given cylinder, but they were again not sure about 

how to use letters to name it and construct a formula. By discussing it as whole 

class, the researcher gave a clue by reminding the formula of the area of the circle. 

After that time, most of the students could be able produce the formula of the 

cylinder. Actually, they knew it numerically, but they also constructed it 

algebraically. After-lesson discussion, the teacher and the researcher decided that it 

would be beneficial for the students to add a few examples with algebraic 

expressions to HLT for further studies. Accordingly, after students worked with 

numbers, and tried to find the surface area by that way, it would be a bit easier to 

transform the numerical data to the algebraic expressions to construct the formula. 

Having an overall look at the process, there were not any great challenges or any 

necessity to use a GeoGebra file except for producing the surface area formula.  

The fifth and the last phase of the HLT was about the volume of the cylinder. 

This phase lasted during four lessons of processôs fourth week. The teacher started 

the session by questioning about the knowledge of what volume is. The students 

had former knowledge of the volume from earlier grades. They had learned the 

volume of the cube and rectangular prism at sixth grade level, and during the 

discussion it was understood that they had the conceptual understanding of the 

volume that it means to fill inside of any shape. Moreover, to fill and find the 

volume, they successfully remembered the usage of unit cubes. Actually, this was 

an issue from the beginning of the process. As it was mentioned before, while they 
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were working on the surface area of prisms and wrapping the candies that were 

given as constructed with unit cubes, some students misunderstood the issue and 

they calculated the volume of the given candies by counting the unit cubes. The 

teacher reminded the process and a GeoGebra file was opened to show how they 

were filling the inside of a cube or a rectangular prism and how they were 

transforming the operation from counting each unit cube to multiply the edges with 

each other. A whole class discussion started about what could be done to find the 

volume of the cylinder relatedly. There were different ideas that were suggested; 

but one of them was remarkable and it was saying ñit is same as finding the volume 

of prisms since it is a three-dimensional shapeò. The idea was good but missing. 

The teacher went over that response and wanted that student to justify and prove 

his answer. The class thought about the issue, some offered to fill the cylinder with 

water, but again the volume of the water was rising as an obstacle. The researcher 

reminded the usage of unit cubes to fill prisms to show a different way and wanted 

them to think how they can fill it by using concrete materials as they do in prisms. 

One of the students offered the idea of using circles to fill it and got the point. The 

teacher went through that response by asking how to calculate the whole volume. 

The student responded as by using as many cycles as that would be able to fill the 

cylinder. The researcher questioned about how to find the number of those circles 

and another student responded as it was height of the cylinder. Those responses 

made the issue clear and the researcher opened a GeoGebra file and they evaluated 

how to fill a cylinder with circles to find the volume. This time it was easy for 

students to produce the formula of the volume except for a few of them. The teacher 

continued with following pages that required calculation of volume of the cylinder 

assisted with GeoGebra examples. After solving examples on GeoGebra file, there 

were not any questions left to ask about the task. This phase was the ending of the 

process.  

 

3.1.1.2.3 Preparation of HLT 

 

The instructional sequence of the current study which was an application of 

the planned HLT, continued during four and half weeks and seven lesson hours for 
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each week. The research team was constructed as a school research team by the 

researcher and the instructor, and each lesson was observed by that research team. 

The data of the study were based on the understanding of solids and they were 

included the video-recordings of the lessons which include pair and whole class 

discussions, studentsô written works, after-class meetings, weekly research team 

meetings, pre-posttests, and the researcherôs field notes. The data were collected 

from various sources to provide detailed and accurate knowledge of classroom 

sessions with the concept of three-dimensional shapes. Design of the current study 

was summarized on the following Figure 3.6 (Gravemeijer & Cobb, 2013).  

 

 

Figure 3.6 Design of the current study (Gravemeijer & Cobb, 2013) 

 

 

The current study included one macro cycle and weekly cycles from each 

week. Throughout the study, five micro cycles occurred on the five phases of the 

designed HLT. To prepare the main instructional sequence which included the HLT 

and activities of the study, the prototype of the activity sheet was applied to the ten 

eighth-grade students from another non-participating classroom whom were 

randomly chosen. After this application, necessary revisions were made on the HLT 
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and the activity sheet, and the last form of the instructional sequence was ready. 

Additionally, during the study process, necessary changes were made, or additions 

were done when it was needed according to studentsô needs related to the nature of 

designed based study. Thus, at the end of the study, a revision was made and 

adapted to HLT again which would be a source for further studies.  

 

3.1.1.3 Phase 3-Retrospective analysis 

 

This section explains the revisions that have emerged during the application 

of instructional sequence which have been done according to the needs of the 

students.  

Since the aim of the design research study is to get information and to 

understand about the relationship between learning environment and studentsô 

learning, it is a necessity to collect various data set from various sources and 

evaluate the studentsô thinking process during the study by this way (Gravemeijer 

& Cobb, 2013). The main aim is to analyze the huge data set systematically and 

accurately. To provide the credibility of the data analysis process, all steps of the 

experiment need to be documented. Conjectures and claims should be done from 

the beginning of the study, throughout the study and at the end of the study as 

retrospective analysis (Gravemeijer & Cobb, 2013, Gravemeijer & van Eerde, 

2009).  

For the current study, as itôs mentioned above, the data were collected 

through various sources and analysis of the collected data set was done during and 

at the end of the study. This data set constructed the macro cycle of the study that 

aimed to evaluate the mathematical practices emerging in an eighth-grade 

mathematics classroom in the context of solids which were supported by 

argumentations and DGS. With this process, some necessary changes were done on 

the instructional sequence and the HLT.  

The learning objectives of the study did not change; the research team found 

it appropriate for the studentsô level and needs. In the first phase, a change was 

made in the activity sheet. Last three pages of this phase were based on the 

relationship between the closed form of prisms and nets of them. Student were 
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expected to evaluate and find out which point in the net of the prism matches with 

other point when the prism brought into closed form. This was an issue related with 

spatial thinking of students. There were ideas about the issue, but it was challenging 

for students to find out the matching points, so they needed to see the shapes on the 

GeoGebra file. For these pages of the phase, there were not a proper GeoGebra file, 

for this reason the researcher opened the GeoGebra file that was prepared to show 

the net of rectangular prism and used that file to make the issue clearer for the 

students. After seeing on the software students could overcome the challenges by 

this way. When the classroom session was completed, the research team conducted 

a small after-lesson meeting and talked about the issue. This was a missing part in 

the instructional sequence and it should be added. So, they decided to prepare a 

GeoGebra file for those questions and add it into HLT of the study. Another change 

was about the conjectured classroom discussions during the process. There were 

unexpected questions and discussions occurred like ñwhether changing the position 

of any prism or its features; whether a cube is also a rectangular prism at the same 

time; whether itôs a cylinder or a prism, i.e. These questions were decided to add to 

the HLT for the following lessons and also for further studies.  

The second phase of the HLT was based on the surface area of the prisms, 

the students successfully completed process with the support of the GeoGebra file. 

But at the last page of the activity sheet, there was no GeoGebra file that would 

support the studentsô understanding, and students wanted to see the shapes on the 

dynamic environment, so the research team concluded that a GeoGebra file should 

be added to the activity related to those questions. The researcher prepared a 

GeoGebra file about one of the questions for the next day and students evaluated 

the question with support of that file, but because of the limited time, it was not 

possible to get prepared for the other questions. By adding it to the HLT, it would 

be suggested to use it for further studies.  

The third phase of the HLT was related to the basic elements and net of the 

cylinder. The discussion about this phase came from the first phase of the HLT. The 

question was whether the cylinder was a prism also. In the meantime, the research 

team had decided to add the discussion to the HLT and that addition was directed 
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the third phase. The research team also concluded that it should be added to HLT 

and to instructional sequence for further studies.  

In the fourth and fifth phases of the HLT, there were not any necessary 

changes for research team, so they made a conclusion as the same as prepared 

before. 

 

3.1.2 Interpretive framework  

 

For design-based research, it is important to explain, how collected data can 

be transferred into scientific interpretations. Thus, researchers need to use an 

interpretive framework to make the data set scientifically meaningful starting from 

the beginning of the study, throughout the study that on progress and while doing 

the retrospective analysis. It is essential to maintain the process systematically to 

provide the data set to make sense while making scientific interpretations 

(Gravemeijer & Cobb, 2013). Gravemeijer and Cobb (2013) suggested some key 

elements for the interpretive framework of a designed based study. First one is 

suggested for interpretation of the learning environment in the classroom which is 

defined as emergent perspective (Cobb & Yackel, 1996; Yackel & Cobb, 1996), 

and the second one is suggested for studentsô reasoning on mathematics that is 

evaluated under the RME theory for the current study.  

Current study used three domains of social aspect as interpretive framework. 

Those domains were social norms of classroom, socio-mathematical norms of 

classroom and as a last one mathematical practices of the classroom. As it was 

mentioned in the literature review of the current study, social norms of a classroom 

define the beliefs about the roles in the classroom and also about the general 

structure and nature of the activities of the instructional sequence. Moreover, these 

social norms refer to the communication between and the students by the way that 

teacher forces the students to explain their ideas, to justify those ideas with 

appropriate mathematical terminology, and to show their agreement or 

disagreement in classroom discussions (Gravemeijer & Cobb, 2013). Relatedly, the 

current study included some social interactions which occurred in the classroom 

environment as studentsô participation to the process. Students got involved in 
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practices as individually, as working in groups and also as whole class discussions. 

Individually they worked on their work sheets, or other type of questions. Students 

worked in pairs by discussing and sharing their ideas with another peer. After that 

individual or peer works, whole class discussions were started in which students 

shared their ideas, solutions, explanations, justifications, i.e. For the transformation 

of these social norms to the scientific data set, Krummheuerôs (2015) argumentation 

model was used which was developed by using Toulminôs argumentation model. 

The second emergent perspective is socio-mathematical norms of the 

classroom which can be separated from social norms with being specific for 

mathematics (Gravemeijer & Cobb, 2013). For example, different and acceptable 

mathematical solutions, explanations, justifications, proofs, i.e. The teacher does 

not offer any ways students to follow, instead the teacher and the students develop 

the socio-mathematical norms of the classroom by participating in whole class 

discussions (Gravemeijer & Cobb, 2013). Thus, it is essential to obtain the 

mathematical practices that occur during the classroom sessions, since those socio-

mathematical norms are base for the formation of the classroom mathematical 

practices (Cobb & Yackel, 1996). During the process of the current study, while 

involving in the whole class discussions, all the participants shared their ideas, 

solutions, explanations, justifications with others. For example, during the process, 

some socio-mathematical norms emerged from basic features of prisms, basic 

features of cylinder, producing the formulas of surface area of prisms and surface 

area of cylinder, and while discussing on the volume of cylinder. 

         Eventually social aspect of interpretive framework is offered as mathematical 

practices by Gravemeijer and Cobb (2013). As mentioned earlier, Cobb, Stephan, 

McClain, and Gravemeijer (2011) defined the mathematical practices ñfocus on the 

taken-as-shared ways of reasoning, arguing, and symbolizing established while 

discussing particular mathematical ideasò (p. 128) and also Gravemeijer and Cobb 

(2013) defined it as ñthe normative ways of acting, communicating and symbolizing 

mathematically at a given moment in timeò (p.89). By considering the definitions, 

the classroom mathematical practices occurred from the multifaceted participation 

of the students. For the current study, to evaluate and obtain the classroom 

mathematical practices and to interpret them scientifically, Krummheuerôs (2015) 
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argumentation model was used with learning of the concept of three dimensional 

shapes supporting with DGS, argumentations and daily life examples. 

For the current study, studentsô learning activities interpreted under RME 

theory as an interpretive framework. As it is explained in detail in the previous 

chapter, the RME theory allows the researcher to focus on various learning 

processes. It also examines whether students have produced their own solutions or 

not, or whether they imitate the methods used by the teacher or other students. In 

such a case, the student can look at the variety of solutions. In this case, students 

are expected to identify new routes when they have a solution. In addition, students 

can try other procedures that are not compatible with the reinvention process when 

they encounter a problem in the learning process. In this case, according to the RME 

theory, there will be a demonstration that the route they follow is not a natural 

reinvention process (Gravemeijer & Cobb, 2013).  

RME guided the current study by looking for answers to the questions such 

as; whether the students create their own ideas during the learning activities, 

whether the instructional activities support studentsô reasoning and finding solution 

process.  

 

3.2 A Case Study 

 

Case study provides tools and opportunities for researchers to study 

complex phenomena within their natural environments and contexts (Baxter & 

Jack, 2008). It also allows researchers to explore individuals or communities with 

their relationships, communications, and programs (Yin, 2003). Thus, it seems that 

case study is one of the most preferred methodologies regarding those 

characteristics (Merriam, 2009). This research becomes a valuable method for 

educational research to evaluate programs and develop theories (Baxter & Jack, 

2008). Qualitative case study is an approach that facilitates investigation of a 

phenomenon in its natural context using many kinds of data sources. By this way, 

researcher ensures that the research issue is explored through a variety of lenses. 

Thus, it will allow many facets of the phenomenon to be found out, evaluated and 

understood (Baxter & Jack, 2008).  
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Yin (2003) states that, a researcher should take a case study into 

consideration when the focus of the study is to find an answer to the ñhowò or 

ñwhyò questions; if there are not clear boundaries between the context and the 

phenomenon; or to see the context in its natural conditions to find the relations 

between phenomenon and the context. Current research seeks for ways to find out 

the relations between studentsô understanding of three-dimensional shapes in 

geometry and classroom mathematical practices that they developed during the 

instructional sequence. Moreover, this research wants to see how this process will 

support the studentsô achievement. Thus, it can be concluded that the study is a case 

study.  

While defining the case Miles and Huberman (1994) stated that, ña 

phenomenon of some sort occurring in a bounded contextò (p. 25). The answer to 

the question ñwhat I want to analyze?ò, will determine the case of the study (Baxter 

& Jack, 2008). For the current study, the case is the process for development of 

mathematical practices in an eighth-grade class while practicing the instructional 

sequence that designed by researcher and the mathematics teacher.   

Looking at the main approaches which guide the case study method, the 

most common ones are offered by Stake (1995) and Yin (2003, 2006). They 

proposed different types for the case study method. Stake (1995) defined case 

studies as instrumental, intrinsic, and collective; while Yin (2003) categorized it 

descriptive, explanatory, and exploratory. Intrinsic case study was explained by 

Stake (1995) that the researchers who want to understand the case better should use 

this type of case study. The case represents other cases, but also it has its own 

particularity. The case is at the center of the study itself.  

Consequently, the aim of the current study is to develop content for three 

dimensional geometric concepts in eighth grade mathematics curriculum by using 

argumentations and GeoGebra dynamic geometry software, to develop an 

instructional sequence, to obtain mathematical practices during this process and, to 

test the effectiveness of this content; the case has its own particularity that the study 

conducted around it, so this study is an intrinsic case study.  
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3.3 Participants 

 

Related to features of a qualitative research study, the number of 

participants was limited. Since the aim was not about generalizing the findings, the 

study was conducted in a public elementary school in Yenimahalle that is a town 

of Ankara city. The current study was conducted in the school that researcher has 

been teaching. This school and the participating teacher were chosen because of 

their voluntariness, their availability and ease of accessibility (Fraenkel, Wallen & 

Hyun, 2014).  

For selection of the participating teacher, a purposeful method was applied. 

The participant mathematics teacher has seven-year teaching experience with a 

masterôs degree. She was also close to completing her PhD thesis. Moreover, her 

research area is similar to the researcherôs. She has been working on RME and 

classroom practices like the researcher. Therefore, she is familiar with the research 

methodology and has some idea what the current studyôs aims. She placed in the 

research team of the study. The research team consisted of two participants; One of 

them is the researcher, other one is participating teacher.  

The participating classroom consisted of 16 girls and 19 boys, 35 students 

in total. It was chosen purposefully by the participating teacher regarding their 

classroom communication skills and willingness for participating to classroom 

activities and argumentation. During the data collection process, studentsô 

participation to the lessons was high.  

The study was conducted in four and half week instructional sequence and 

seven-class-hours in each week. Since a class-hour is 40 minutes, each weekly cycle 

got 280 minutes sessions for the classroom. The participating eighth-grade 

classroom learned in a social environment which is designed according to 

requirements of argumentative classroom environment throughout a proper 

instructional sequence in which they engaged in geometrical issues alone or with 

their peers in small groups; after that by participating in whole-class discussions. 
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3.3.1 Role of the participating  teacher 

 

The participating teacher was the main instructor of the classroom. She was 

responsible for leading the teaching-learning sessions. She acted as an orchestrator 

of the classroom activities including whole class and pair argumentations aligned 

with the instructional sequence and HLT. She directed the classroom 

argumentations to make students get the expected understanding of the context. 

Additionally, she made them involve in argumentations about unexpected ideas and 

situations to handle possible misconceptions.   

 

3.3.2 Role of the researcher 

 

Aligned with the nature of design-based research, the researcher had an 

interventionist role during the study. Thus, she was also a participant observer 

during the study. She was responsible for observing flow of the instructional 

sequence aligned with the HLT. Also, she opened GeoGebra files to show them to 

the students when necessary. During the classroom works, she interacted with all 

the participants of the study as much as possible in their natural settings (Fraenkel, 

Wallen & Hyun, 2014). She checked studentsô works with the teacher and provided 

feedbacks for them. Sometimes, she led classroom argumentations when students 

needed more explanations, when they had some missing points etc.  

 

3.3.3 Physical setting of the classroom 

 

The learning environment was the main classroom in where they were 

attending all other lessons during school time. The design of computer lab was not 

appropriate for using in a that kind of study. The classroom included a teacher desk 

and students desks in it. There was a smartboard on the wall. Figure 3.7 shows the 

physical setting of the classroom.  
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 Figure 3.7 Physical setting of the classroom 

 

3.4 Data Collection 

 

The data corpus consisted of (a) classroom-based data, which include 

videotapes of all lessons, detailed field notes from the learning environment, and 

copies of all the students' written work; (b) audio-records of discussions from the 

meetings of school research team and (c) pre-posttests applied to the students before 

and after the study to obtain whether there were any changes in their achievement 

scores or not.  

The school research team shared their ideas and experiences through the 

instructional sequence during the weekly meetings. Also, researcher and the 

participating teacher came together after completing the teaching-learning session 

of each course as in the objectives which was defined in the national curriculum. 

Those meetings were about what was happening in the classroom sessions 

regarding the instructional sequences; were there any problems, potential 

misconceptions, or any wrong-learnings in the students; what would be possible 

solutions to those; was is necessary to remove any content from the instructional 

sequence regarding the methodology of design-based research. These headlines 
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were critical for revising the process of instructional sequence. In the current study, 

all the participants were mentioned by using pseudonyms. 

The researcher started to prepare the instructional sequence nearly 6 months 

ago before the main data collection. The researcher and the participating teacher 

came together once or twice a week and talked about the content of the instructional 

sequence. They designed activities and arranged them in order according to the 

course-objectives of the national curriculum. While working on the worksheets, 

they discussed about if there were any shortcomings, something to add or any needs 

to change in the order etc. After the researcher and the teacher arrived at a consensus 

on the instructional sequence, four mathematics teachers from the participating 

school evaluated and investigated the results again. According to their claims, after 

the last form was given, the instructional sequence would be ready. The 

instructional sequence was applied to 10 eighth-grade students from different 

classrooms which are randomly selected, and their understanding of the activities 

was evaluated. The aim was to evaluate appropriateness of the content for the 

studentsô level. By evaluating the results from those ten studentsô works, the 

research team arrived at a consensus that it was ready for the experiment. When all 

the activities, instructional sequence and HLT were designed, the main study was 

started. 

At the beginning of the data collection process, the pretests were conducted 

to the participating eighth-grade classroom. Also, after the application of the pre-

test finished, the research team came together to talk about the tests and the first 

phase of the designed HLT.  In the current study, to obtain and analyze the 

mathematical practices of an eighth-grade classroom; an instructional sequence 

designed for the basic elements and openings of 3-D shapes. Then, the data were 

collected throughout classroom observations and fieldnotes were recorded from 

classroom sessions, and meetings.  

As Cobb, et al. (2003) states that design-based research has an active nature 

and to obtain the mathematical practices from classroom environment, it is required 

to connect socio-mathematical norms; the researcher tried to have detailed 

information and deep understanding of the content of the study both during and 

after the study. Thus, during all the processes of this research, it was critical to 
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observe, collect, obtain, and analyze several types of detailed data for the 

requirements of design-based research (Cobb et al., 2003, Gravemeijer & Cobb, 

2013). For the weekly cycles, the discussion issue was about the teaching-learning 

plans applied and also drawn consequences for following teaching-learning plans 

of the study. For the big macro cycle, a complete instructional process was 

evaluated.  

Data collection started at the first week of May in 2016-2017 education year 

and it was completed after four and half weeks with participant and non-participant 

classroom observations, by taking fieldnotes from the classroom environment, 

video records of classroom activities, audio records of research team discussions 

and students written works. The researcher was both participant and non-participant 

observer of the study. She not only acted as a complete observer but also 

participated the instructional process. At first, she observed the classroom sessions, 

took notes about the classroom routines, behaviors of the teacher and the students, 

discussions, feedbacks, and tasks. Also, the researcher sometimes acted as a 

participant observer by joining the classroom sessions. She sometimes helped the 

main instructor while teaching tasks by using GeoGebra, supporting students or 

giving feedback, and starting a discussion about an important concept of the 

sequence.  

To obtain the mathematical practices, video camera was used as a critical 

data collecting tool. Each lesson was recorded with a video camera. To capture 

accurate data from the learning environment, the camera was placed in several 

places in the classroom. Also, it sometimes carried by a school guard student -who 

do not attend any lesson that day- to get better video records from studentsô ideas, 

teacher instructions or peer discussions. Additionally, while peers were having 

discussion on activities and worksheets, the guard student brought the camera and 

captured the voices and written works.   
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 Table 3.6 Data sources  

 

Data Sources 

¶ Classroom Observation 

¶ Whole Class Discussion 

¶ Student Written Works 

¶ Individual Works 

¶ Group Works 

¶ Field Notes 

¶ After-Lesson Meetings 

¶ Weekly Research Team Meetings 

¶ Pre-Post Tests 

 

 

In peer group discussions, the participating teacher followed the studentsô 

discussion process and she supported them and gave feedback to them. Thus, the 

data that came from the peer discussions provided information about how the 

teacher got interaction with those groups and how these short group discussions 

provided data to the whole classroom interaction throughout the instructional 

process. All the video and audio records that were collected from the classroom 

sessions, peer discussions and school research team discussions were transcribed 

by the researcher.  

Another data from the study was the studentsô written works from 

instructional sequence. Worksheets were constituted of the written works in 

general. These worksheets were collected and evaluated to understand studentsô 

understandings of the whole instruction process. By doing this analysis, the aim 

was to see how the students worked together, how they discussed on issues, how 

they produced ideas or ways for problems or tasks. Additionally, the researcher 

watched the records of the classroom practices after each lesson and took notes 

about it to draw inferences for the following lesson plans and to discuss with the 

research team. As an example, in one of the lessons while working on the 

identifying different views of prisms that were made up of multiple cubes, a few 

examples did not include GeoGebra files of those shapes. This was an issue for the 

classroom because students wanted to see the example on the GeoGebra file and to 

work with the help of it. So, in the short meeting after-lesson, the research team 
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decided to add a GeoGebra view for that kind of examples to provide accurate 

content for students.  

In the meetings which were very critical for developing the instructional 

sequence, the school research team talked about content, accuracy, and order of the 

instructional sequence. Those meetings were done generally every Friday, after 

completing each weekôs teaching-learning practices. Throughout those meetings, 

the researcher and the participating teacher who was the instructor of the classroom 

came together and discussed the last weekôs general revision and drawn inferences 

for the following plans. Moreover, generally after completing each dayôs teaching-

learning sessions, the researcher and the classroom teacher had short discussions 

about that dayôs performance, whether there were any difficulties, wrong learnings 

and any needs for change in instructional sequence. These small discussions also 

provided data and solved the issue for the weekly meetings of the research team. 

Moreover, those small discussions provided immediate feedback or solution for the 

issues which werenôt clear. As mentioned above, those small meetings were held 

after lessons if it was necessary. Both meetings were audiotaped by the researcher 

and were transcribed. Those transcriptions were used for the evaluation of the 

classroom mathematical practices.  

For the quantitative evaluation of the studentsô development, pre-posttests 

were applied to the students at the beginning and at the end of the study. Because 

of preparing those tests was time consuming and there were issues about validity 

and reliability; tests were derived from the website of the Ministry of National 

Education in an accordance with the level of students, learning objectives and were 

prepared according to the instructional sequence and HLT. A pretest was applied to 

the students at the first lesson of the process, and a posttest was applied at the last 

lesson of the instructional sequence. These tests were the same. The test included 

11 questions. Ten of them were multiple choice questions and one of them was 

open-ended question. The pre-posttest was given in Appendix B.  
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3.5 Data Analysis 

 

The data that were collected from the current study included qualitative and 

quantitative data. In this section, analysis of those data sets was explained in detail.  

 

3.5.1 Analysis of qualitative data 

 

In order to analyze and identify mathematical practices in the classroom, 

data analysis was done considering classroom discussions and how mathematical 

thinking was structured through these discussions. Regarding the nature of 

classroom mathematical practices, the main point of the study was the class 

discussions that took place through the collective participation of the whole class, 

even though individual studies and individual learning were included throughout 

the whole instructional sequence. For the analysis of the data set, two methods were 

followed as analysis way which were collected from the classroom observations, 

studentsô written documents and field notes from classroom environment.  

Firstly, constant comparative method was used that was developed by 

Glaser and Strauss (2017). Researchers often reveal how their work is working, but 

they are insufficient to give information about the analysis. The systematic 

approach that can be used by researchers not only makes their work systematic, but 

also increases the traceability of their work when they explain how they use and 

apply this approach in research practice (Boeije, 2002). Constant comparative 

method is a cyclic method that evaluates what the data tell about the study process 

(Gravemeijer & Cobb, 2013) by making comparisons between old and new data. In 

this way, it is possible to answer questions that arise from the analysis and reflection 

of previous data. Then, the collected data is analyzed again and compared to the 

new data. The cycle of comparison and reflection is very old, so the new data can 

be repeated for several times. This process continues until the new cases do not 

provide new information to the categories. Gravemeijer and Cobb (2013) explained 

and used this method with two cycles process. They explained the first round as an 

explanation of what happened in the classroom and the second round as 

identification of pattern by constructing on the results of the first round.  
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Aligned with the explanations above, the current study aimed to describe 

the whole classroom learning process. A detailed analysis of classroom practices 

was conducted to identify this learning process. To determine how classroom 

mathematics applications were developed, the data were put in order 

chronologically. If a mathematical practice is formed, it means that students will 

not have a problem with it anymore, and there should not be any questions about 

that practice. If a student involved in a mathematical practice that is determined 

used the wrong explanation or argument for it, and if the other students in the class 

did not react to it or did not questioned, then it was necessary to revise the 

mathematical application that had been determined.  

 

 

 

 

 

 

 

 

 

 

 

 

Figure 3.7 Krummheuer's model of argumentation (KMA) 

(Rasmussen & Stephan, 2008) 

 

It also demonstrated that practices evolved and replaced the considered 

mathematical practice. In the second round of analysis, these conjectures and 

refutations were treated as a new set of data that must be analyzed. When analyzing 

specific assumptions and confirmations in this section, some certain sections 

became important. In this view, two or more prominent assumptions were made to 

select the appropriate one (Gravemeijer & Cobb, 2013). Furthermore, to document 

and analyze classroom argumentation, Krummheuerôs (2015) argumentation 
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method was used that was adapted based on Toulminôs model.  He stated that he 

used the Toulminôs argumentation method by confining it to four categories as data, 

conclusion, warrant and backing. Krummheuer (2015) defines the data as 

ñundoubted statementsò (p. 56), inference of the argumentation as warrant, and 

ñpermissibility of warrantsò (p. 56) as backings based on the Toulminôs work.  

Figure 3.7 shows the Krummheuerôs model of argumentation that was adapted from 

Rasmussen and Stephan (2008). To analyze classroom argumentation by means of 

this way, Rasmussen and Stephan (2008) have developed a three-phase method to 

document taken-as -shared ideas and mathematical practices. This method is useful 

for organizing the data set, and it reveals how the processôs taken-as-shared ideas 

become mathematical practices. Each phase required different actions in 

themselves.  

For the first phase, the process started by creating transcripts of each whole-

class discussions. Then, the researcher watched all the video records and took notes 

for claims (conclusions) that were made by the teacher or any of the students. Then, 

KMA (2015) was used to form a scheme for each claim. To provide reliability, the 

participating teacher also produced her own argumentation log. Afterwards, the 

researcher and the teacher come together to discuss about their works of analysis 

and compared the two argumentation schemes. Then, they verified or refuted each 

otherôs analysis. By discussing on the data conclusion, backing and warrant issues, 

they came to agreement on the argumentation scheme at the end (Rasmussen & 

Stephan, 2008).  

Second phase sees the argumentation log as a data set itself; and looks for 

whether the mathematical thinking become the groupsô way of sharing their ideas 

normally. To understand this, Rasmussen and Stephan (2008) defined two criteria 

as; the first one is when any backing or warrant do not occur in the studentsô 

explanations, this means no one in the classroom have a challenge about that 

argument, the mathematical idea become a self-evident in the discussion; and the 

second one, the use of a previously justified conclusion or claim as data in 

subsequent discussions means that mathematical idea become the groupôs one of 

the ways of expressing thoughts (Rasmussen & Stephan, 2008). Then, they draw a 

chart to take notes about the mathematical ideas. This chart includes three columns 
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that are (a) a column for the ideas that now function as if shared, (b) a column of 

the mathematical ideas that were discussed and that we want to pay attention to see 

if they function subsequently as if they were shared, and (c) a third column of 

additional comments, both practical and theoretical, or connections to related 

strands of literature (Rasmussen & Stephan, 2008; p. 200).  

For the current study, with using this chart, it became more systematic to 

obtain the mathematical ideas which were needed to be discussed and to be taken-

as-shared i.e. Moreover, with this chart, it was possible to see which ideas came to 

the first or second column from the second or third column by comparing the 

previous and current discussion dialogues. An example was provided for 

mathematical ideas chart in the Table 3.7 from current study.  First column was 

about the mathematical ideas that they emerged during the whole class discussions. 

The second column was about the idea that emerged about cube and there was a 

need to pay attention to it. The third column indicates the practical actions about 

the context.  

 

Table 3.7 An example of mathematical ideas chart 

 

Ideas function as if 

shared 

Ideas keep an eye on Additional 

comments 

Identification of basic 

features of prisms 

 

A cube is a 

rectangular prism 

Whether a cube is a 

prism  

By giving 

examples from 

real world, 

identified basic 

features of prisms 

was examined 

(RME).  

 

 

 

 

This method also fitted with constant comparative method (Rasmussen & 

Stephan, 2008) as mentioned above. By this way, the research team could be able 

to make conjectures about current ideas whether they formed of as they were 

shared, and also look for following discussions if there were any data to construct 

on the previous one to make it taken-as-shared.  
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For the third phase of the analysis, by obtaining the taken-as-shared ideas, 

relatedly classroom mathematical practices were defined and produced. The ideas 

from the shared chart and the mathematical ideas were reorganized by labelling 

them as common mathematical activities if they occurred by the participation of the 

whole classroom; and they were named as classroom mathematical practices 

(Rasmussen & Stephan, 2008).  

 

3.5.2 Analysis of quantitative data 

 

Pretests and posttests were applied to the students. For the pre and posttests, 

results were constructed as quantitative analysis of the current study.  

Test questions were derived from the website of General Directorate of 

Measurement, Evaluation, and Examination Service (which is a part of Ministry of 

National Education). The questions were selected in accordance with the HLT that 

was prepared for the current study. The questions on this website are constantly 

being updated in accordance with the national curriculum. Since, the conjectured 

HLT has already been prepared in accordance with the national curriculum, the 

questions have been adapted to the content of the study without deviation from the 

curriculum. 

The test questions were prepared based on the concepts of general properties 

of prisms, their basic elements, understanding the relationship between open and 

closed states, surface area of prisms, general properties of cylinders, basic elements, 

surface area of cylinders and volume of cylinders. The number of questions was 11.  

To provide reliability of the test, several ways were considered. For 

instance, as the number of questions used in an exam increases, in most cases the 

reliability of the total score obtained from that exam increases (Baykul, 1999). In 

this study, the pre-posttest included 11 questions which were focused on related 

content. Thus, it could increase the reliability of the test. Additionally, test questions 

were derived from web site of General Directorate of Measurement, Evaluation, 

and Examination Service (which is a part of Ministry of National Education). The 

questions on this website are constantly being updated in accordance with the 

national curriculum. Thus, those questions were expected to be checked and 
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assessed by experts of Measurement and Evaluation. Also, if the questions are 

clearly understood and certainly answered, that increases the reliability of the score 

obtained from that exam (Baykul, 1999). The questions in the pre and posttest were 

prepared in a way that the students could easily understand. Moreover, each exam 

must be scored in objective ways. The answer key preparation increases the 

objective rating (Baykul, 1999). The tests were scored by an answer key that was 

prepared by the researcher. Furthermore, the duration of the test period should be 

balanced. More or less time should not be given. The time for the pre-posttests was 

40 minutes which equals to one lesson hour. Those methods could increase the 

reliability of the test. Thus, by using those strategies the pre and posttests consired 

as reliable. For the analysis of pre-posttests of studentsô scores, paired-samples of 

t-test were applied to evaluate the difference.   

 

3.6 Trustworthiness 

 

To provide trustworthiness of the current study, several methods were 

considered. The first issue was about the triangulation which is gathering data from 

various sources like classroom observations, fieldnotes from the learning 

environment, meetings, i.e. (Creswell, 2009; 2012). The triangulation can give 

close or far-reaching results, whatever the case, it is a useful method for the 

researcher (Mathison, 1988). Denzin (2012) states that triangulation is not only a 

validation method, but also increases the generalizability of findings. Moreover, it 

is an approach to increase the confidence of data set, provides a clear understanding 

of the phenomenon, and opens new ways to get a deep and accurate understanding 

of the specific problem (Mok & Clarke, 2015; Thurmond, 2001).  

Aligned with the explanations of data that were collected through several 

sources such as classroom observations and video-records of those observations, 

fieldnotes from the learning environment, pre-posttest results, meetings of research 

team.  

By member-checking, the interpretations and transcriptions of data set went 

back to the participating teacher and provided her ideas and claims about those data. 

As a last issue, the study continued during four-week and it also provided reliability 
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of the study for the researcher to gain patterns in data accurately by collecting data 

in a process (Creswell, 2009).  

 

3.7 Limitations 

 

There are some limitations about the current study, since a designed based 

method is used. For being a designed based research, the findings of the study are 

not much generalizable with the other contexts. Maybe, by developing and using 

the cycle of the study with other eighth graders from other schools can increase the 

generalizability of the study.  

Also, another limitation of the study would be conducting the study to base 

on only one macro cycle. Before the main study, it would be appropriate to conduct 

a pilot study to get more accurate data set. However, even though the pilot study 

was not carried out, the instructional sequence of the study was prepared for a long 

time by discussing with other mathematics teachers and by getting their opinions. 

Then, the prepared content was applied to ten other non-participant students in order 

to measure the appropriateness, so that those work could fill the gap of a pilot study. 

 Moreover, the last version of HLT and instructional sequence from this 

study can provide a source for further studies and can be used to conduct a new 

design study with other environments which also would be able to increase the 

generalizability of the study.  

Another limitation about the study is usage of the DGS on the smartboard 

by the participating teacher. During the instructional process, GeoGebra files was 

shown to students by the researcher or the participating teacher, because the 

schoolôs computer lab was not suitable for that kind of study. It would be beneficial 

for students to evaluate GeoGebra files by individually or within groups to have 

stronger understanding. But during the study, they evaluated the shapes from the 

DGS on the smartboard as much as possible, and they did not have much challenge 

throughout the process.  

Another limitation about the study would be the teacherôs guiding the 

classroom discussions through the way she showed. This was to some degree 

shaped the emergence of the classroom mathematical practices, but that 
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participating classroom was an eighth-grade classroom, students needed to be 

guided by an instructor since they did not have idea about how to operate those 

kinds of discussions.  
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CHAPTER 4  

 

 

 

FINDINGS 

 

 

The main focus of this research was to extract the eight gradersô classroom 

mathematical practices in 3-D shapes during an instructional sequence and HLT. 

The instructional sequence was supported by an argumentative classroom 

environment and instructional activities designed with daily life examples and DGS 

to support instruction with the aim of developing studentsô understanding of 

geometric concepts. In this chapter, the answers were provided to the questions; 

 

1. What are the mathematical ideas that support the mathematical practices 

which students developed during this instructional sequence?  

 

2.  Is there any effect of this instructional sequence on the studentsô 

achievement by using dynamic geometry software in that context? 

 

The qualitative and quantitative findings were explained in this way. To 

explain qualitative findings, Krummheuerôs (2015) model of argumentation which 

was developed from Toulminôs model was used with the aim of extracting the 

classroom mathematical practices in the context of three-dimensional solids. The 

quantitative findings demonstrated the scores obtained by pre-posttests results that 

were prepared to evaluate the studentsô understanding of three-dimensional solids. 

Pre-posttest results were analyzed by using paired samples t-test. First qualitative 

results and then quantitative results were explained in order.   

Classroom mathematical practices are defined as takes-as-shared ways of 

studentsô ideas that occur during classroom processes in which students do not 
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justify or prove the truth of the idea (Cobb & Yackel, 1996; Stephan & Cobb, 2003). 

In identification process of classroom mathematical practices, first the 

mathematical ideasô chart was evaluated to examine studentsô mathematical 

activities when the discussed mathematical ideas became taken-as-shared. Also, the 

emerged classroom mathematical practice should relate to the HLT of the study 

which guides the instructional sequence (Cobb et al., 2001). The HLT anticipates 

the process of learning mathematics in classroom by conjecturing in which and 

what kind of activities students may involve in that community. In this way, Cobb 

et al., (2001) states that ñIt is feasible to view a conjectured learning trajectory as 

consisting of an envisioned sequence of classroom mathematical practices together 

with conjectures about the means of supporting their evolution from prior practicesò 

(p. 125).  

Accordingly, the HLT of the current study was used as a basis to 

demonstrate the expectation of classroom mathematical practices that might occur 

in classroom community. The mathematical ideas chart used side-by-side 

(Andreasen, 2006) to analyze classroom mathematical practices that were 

formulated through classroom discussions. The tasks that support mathematical 

practices and changes in the instructional sequence as practiced were identified to 

determine the support to collective learning process. Identification of classroom 

mathematical practices may be helpful for the identification of actual HLT and with 

this respect, it could be possible to make further revisions and modifications for 

future implementations of the instructional sequence and HLT.  

In this respect, the current study obtained four mathematical practices that 

occurred during the process were supported by this HLT and instructional sequence 

were (a) finding definition and properties of prisms, (b) finding surface area of 

prisms, (c) finding surface area of cylinder and (d) finding volume of cylinder. 

Additionally, it was explained that what kind of mathematical ideas made students 

to produce those mathematical practices.  

More clearly, the taken-as-shared ideas that supported by related 

mathematical practices were explained. These classroom mathematical practices 

were produced by students and taken-as-shared ideas that supported those practices 

were illustrated in the Table 4.1.   



125 
 

Table 4.1 Four mathematical practices emerged from the study and  

the taken-as-shared ideas supported those practices 

 

Classroom mathematical practices with supported mathematical ideas  

Practice 1: Finding Definition and Properties of Prisms 

Idea 1: Understanding roof of buildingsô and tentsô shapes are prism 

Idea 2: Understanding a cube is a prism 

Idea 3: Understanding the relationship between base shape and other 

parts of a prism   

Idea 4: Understanding a cylinder is not a prism 

Practice 2: Finding Surface Area of Prisms 

Idea 1: Understanding wrapping means drawing net of a prism 

Idea 2: Counting unit squares 

Idea 3: Transition from counting unit squares to calculating area  

Idea 4: Producing the formula for surface area of prisms 

Practice 3: Finding Surface Area of Cylinder 

Idea 1: Structure of net of the cylinder 

Idea 2: Relation between the circumference of the circle base and edge 

of its side face 

Idea 3: Cylinderôs surface area constructed by area of side face and area 

of circle bases 

Practice 4: Finding Volume of Cylinder  

Idea 1: Volume is about third dimension 

Idea 2: Volume is about filling inside of a shape 

Idea 3: Calculation of volume requires the knowledge of width, length, 

and height  

Idea 4: Volume equals to the multiplication of base area and height. 
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4.1 Mathematical Practice 1: Finding definition and properties of the prisms  

 

The first mathematical practice occurred during the instructional sequence 

on the concept of three-dimensional shapes; which determined the basic elements 

of prisms to reach a definition and to provide a meaningful understanding. The 

practice emerged with the guidance of conjectured HLT. This mathematical 

practice emerged through the concept of the basic elements of prisms. This practice 

emerged by the discussion of mathematical ideas from the first week and one day 

from the second week. During the first week, the issue was about the properties of 

prisms and their main elements and nets of the prisms. The process was based on 

the individual and peer works and also whole class discussions. After working 

individually and in pairs, students got involved in classroom discussions to 

construct mathematical practices. The process started with the teacherôs questioning 

the students about types of daily life examples of prisms and relatedly their 

properties. The instruction continued with working on different views of prisms and 

relatedly understanding the nets of them.  

 

4.1.1 Idea 1: Understanding roof of buildingsô and tentsô shape is a prism 

 

The first mathematical idea emerged in the first week of the instructional 

sequence while the classroom was talking and learning about definition, types, and 

properties of prisms.  The lesson started with the teacherôs asking the students about 

ñtheir ideas on what a prism isò and ñwhat kind of things can be defined as prismsò. 

Following dialogue happened at the first lesson of the instructional sequence.  

 

Teacher: é. What does the prism mean? What comes to your minds when we say 

prism? I want you to think and explain your ideas about this issue. Yes, letôs 

start with Zeynep?  

Zeynep: Teacher, I think about it is a three-dimensional version of a geometric 

shape.  

Teacher: You think about three-dimensional version of a geometrical shape. Yes, 

Buse.  
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Buse: A thing that has edge, corner, and faces.  

Teacher: Ok, any other ideas? Yes.  

Aydēn: As I remember, it has bases at the top and at the bottom 

Teacher: Yes. Another idea?  

Hakan: Cardboard 

Teacher: What do you mean by saying cardboard? 

Hakan: We do it by using cardboard. 

Teacher: What do we do by using cardboard? 

Hakan: We do prisms.  

Teacher: What kind of features do your shape have done by using cardboard? 

Hakan: (No reply) 

Teacher: Any other idea? Hakan says we do it by using cardboards. 

Selma: We use plastic to make them.  

Teacher: What kind of shapes do you make by using plastics or cardboards? 

 

At the beginning of this section, teacher wanted to question students about 

their ideas on prisms. Zeynep explained her idea by stating that a prism was a three-

dimensional form of a two-dimensional shape. Buse defined a prism with its basic 

elements. Aydēn added the bases. Then other students stated their ideas by giving 

examples from daily objects. The section continued with teacherôs asking studentsô 

explanations to make students find appropriate examples to express their own ideas. 

This dialogue demonstrated that the classroom had some idea about what a prism 

is, but they did not know how to explain their thinking about the properties of a 

prism and what kind of shapes could be defined as prisms. In other words, the class 

needed the support of the teacher while guiding them how and in what ways to think 

about context and to express those ideas verbally in classroom. In this dialogue, 

there was not a taken-as-shared idea, and the class continued to discuss the 

examples of prisms from daily life.  

 

Teacher: Ok. Letôs say what kind of things are prisms? I want you to think about 

examples from daily life about prisms? Yes, Hasan.  

Hasan: Milk boxes.  
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Teacher: How milk boxes can be prisms? 

Hasan: Rectangular prisms 

Teacher: You say, it looks like rectangular prism. 

Student: For example, the bookcase. 

Teacher: The bookcase. Yes, you say for example, the bookcase in our classroom. 

Are there any other examples? 

Kaan: Matchbox. 

Teacher: Matchbox. Another one? Yes, Yaĵmur. 

Yaĵmur: Roof of the buildings and camp tents. 

Teacher: Roof of the buildings and tents. Another idea?  

Harun: Cylinder-shaped pencil case. 

Teacher: Yes, Mete. 

Mete: Tin drink boxes. 

Teacher: Tin boxes? Another idea? 

 

With the section above, students tried to provide examples for prisms from 

daily life related to their prior knowledge. Looking at the examples, students 

seemed to provide appropriate examples for the prisms. This dialogue illustrated 

that students have the idea of prism and able to give examples from the physical 

world around them. Harunôs example cylinder-shaped pencil case as a prism was 

an indicator of their lack of knowledge about the properties of prisms and relatedly 

confused with cylinder. A whole class discussion on cylinder will be mentioned in 

the next sections. These dialogues above, did not include any statements defined as 

claim, data, or warrant. Also, the example of buildingsô roofs started another 

discussion.  

 

Tuĵ­e: Can I ask a question?  

Teacher: Yes. 

Tuĵ­e: I think that roofs are not prisms, arenôt they? 

Teacher: Just a minute. Tuĵ­e asked a good question. She is not sure about whether 

the roofs are prisms or not.  
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Tuĵ­e: Because, if we remember Aydēnôs claim, they should have top and bottom 

bases, but roofs do not have that kind of equity. 

Teacher: What do you say? Whatôs your idea? She states based on what Aydēn said, 

prisms should have equal bottom and top bases. But she says roofs do not 

look like that.  

Tuĵ­e: Roofs have bottom bases but other edges merge at the top point of the roof, 

donôt they? 

Teacher: Yes, what do you think? Are roofs prisms or not?  

Students: No.  

Teacher: Why? Why do you think like that? Any ideas? Yes, Kerem. 

Kerem: I agree with Aydēn. As we learnt in previous years, prisms should have top 

and bottom bases. But when we look at the roofs, they are not appropriate 

with this definition.  

Teacher: I guess everybody have the same idea.  

Class: Yes.  

 

At the beginning of this section, Tuĵ­e asked that whether a roof was a prism 

by referring Aydēnôs claim that prisms should have top and bottom bases, but roofs 

do not have that kind of equity. In general, students remembered from prior 

knowledge the prisms had equal top and bottom bases. But the problem was about 

the position of the shape. This section showed a visualization problem of prisms. 

Nearly, whole class was sure about roofs and camp tents were not prisms since they 

did not have top and bottom bases. But they did not consider the position of those 

objects. In this section, based on the Aydēnôs idea, Tuĵ­e and Kerem continued to 

explain their ideas but incorrectly. Students were having difficulty to understand a 

tent, or a roof was also a prism. This problem was based on the studentsô 

visualization problem about position of a prism. They could not visualize in their 

minds where the top and bottom bases while it was placed horizontally. Actually, 

the teacher was aware of the situation and continued as following to guide studentsô 

discussion to make them to see the position of roof and tents. 
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Teacher: Letôs look at the common features of those examples you said. For 

example, looking at the bookcase or a matchbox, what can you say? Think 

about this. What are the common features?  

Arda: They have corners. 

Teacher: Good. They have corners. What else?  

Berna: They have edges. 

Teacher: Yes, they have edges.  

Yal­ēn: They have faces.  

Teacher: They have faces. Letôs compare those faces. Where do you see those 

faces? Tuĵ­e. 

Tuĵ­e: At the bottom and at the top. And also, they have side faces.  

é 

Ķpek: Those bottom and top bases are parallel to each other.  

Teacher: Very good. She explained that top and bottom and top bases should be 

parallel.  

B¿ĸra: They have heights.   

Teacher: Very good. They have heights. You said top and bottom bases. Side faces. 

Letôs look at your example roof and camp tents. Do they have faces? 

 Aydēn: Yes. They have side faces.  

Teacher: What about top and bottom bases? 

Aydēn: They donôt have those.  

B¿ĸra: But, why we cannot say tents or roofs are prisms? They have the same shape 

at both two sides.  

Teacher: Yes, listen to B¿ĸra, again please. 

B¿ĸra: I say, one side is a triangle in a roof and it also has same triangle other side. 

Teacher: You say, it has two triangle faces. So, she asks why we cannot call it as a 

prism? 

Class: (Silence) 

Teacher: Ok. I want you to observe this illustration. (Teacher opens a GeoGebra 

file).  
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While discussing about the common features of the examples given by the 

students, they were able to express truly about the common features of prisms. Ķpek 

caught a good point as the parallelism of top and bottom bases, but the discussion 

did not continue, thus neither a student challenged the idea, nor the teacher 

continued the issue. But, by referring to previous discussion, B¿ĸra challenged the 

idea of roofsô and tentsô as not being prisms. She justified her idea by stressing the 

equity of top and bottom bases of those object as two equal triangles. At this point, 

the researcher opened a GeoGebra file that illustrates a roof -triangular prism-shape 

as in the following. The aim was to make students to understand the position of roof 

and tent and relatedly theyôre prisms. Actually, there was not a planned 

demonstration like this in the HLT of the study. During the whole-class discussions, 

the flow of the conversations required an illustration of roof and tent to clarify them 

about those shapes were prisms. In after-class meeting, the researcher and the 

teacher talked about the issue and decided to add demonstration of some prisms 

from the physical world around us to the HLT.  

 

 

 

Figure 4.1 GeoGebra file showing two positions of a roof 

 

Teacher: Now, what do you think about the issue? Do roofs and tents have top and 

bottom bases. Are there any changes in physical features of this shape when 

we turn it up? 

Tuĵ­e: Itôs still a roof or tent, there is no change.  

Teacher: Yes, B¿ĸra.  
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B¿ĸra: The shape has the same features with other examples that are on the board. 

So, it has the features of a prism. It has two equal bottom and top bases, it 

has height, and it has side faces.  

Aydēn: Those bases are parallel to each other.  

Teacher: So, what is the decision about the roofs and tents? 

Aydēn: They are also prisms.  

Teacher: Yes, they are prisms. What kind of prisms are they? 

Class: Triangular prism. 

Teacher: Are there any missing points here? Is there any one that did not 

understand?  

Class: No. 

 

The demonstration of the shape of a roof or a tent on the GeoGebra file made 

the students catch and fill the missing part of their viewpoint. By this way, they 

were clarified and confident about the roof and tent were prisms. In fact, students 

had the knowledge that tent, and roof were prisms, only they needed an assistant to 

help them realize that they had this knowledge. The GeoGebra file also undertook 

this task. Relatedly, by understanding the issue, they had the chance to use that 

knowledge for the following discussion which lead them to produce the 

mathematical practice. Also, that action changed the direction of the discussion in 

a positive way by making it easier for students to understand the common features 

of prisms and the importance of looking at other shapes from different perspectives. 

Another important point was, studentsô progression on the discussion by listening 

another oneôs idea and responding accordingly. Relatedly, after demonstration of 

the shape on the GeoGebra file, Aydēn made the claim as, it was a prism with a data 

from B¿ĸra and a warrant from Aydēn. During the discussion process, the students 

formed the mathematical idea about ñthe definition of what a prism isò, based on 

the examples given by them and based on the comparison of those examples 

according to their common features to find out the basic features of prisms. The 

process continued with the guidance of the classroom teacher and at the end of the 

process, there was nobody that challenged the idea again. The structure of the 

dialogue was made according to KMA (2015) and is illustrated as in the following.  
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Figure 4.2 KMA on discussion of tentsô and roofsô shape is a prism 

 

After completing the discussion session, the teacher reorganized the 

definition of the prism as based on the examples and features that were given and 

told by students. By using this idea, students solved questions and involved in 

whole-class discussions without any challenge during the first week and second 

week of the instruction.  

In the following lessons, a similar discussion was developed by students 

while evaluating the basic elements of the prisms on the GeoGebra file. They 

mentioned the position of the tent by stating that it was not a prism again. The 

teacher demonstrated the construction of the prisms on the smartboard. At this 

point, students were expected to relate the tent shape to the Figure 4.1. In the 

following, firstly the Figure 4.1 was shown from the GeoGebra file and the section 

was chosen from that discussion.  

 

Teacher: éLook at this triangle prism. What does happen when do you tilt it to the 

one side? 

Hakan: Teacher, when we do that, it becomes a tent and tent is not a prism.  

Teacher: I think, we did a similar discussion in the first lesson. Letôs remember it. 

Think about the features of the prisms, or any other shapes. Do you think 

the shape changes when you change the position of it? Is there any physical 

operation to it? 
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Mete: But, when we tilt it, it looks like a tent. It does not have the features of a 

prism.  

Teacher: Doesnôt it? What kind of features are absent in this tent?  

 

 

Figure 4.3 A tent shape 

 

At this part, the same issue arose related to the position of the prism. By 

relating to the prior discussion, teacher wanted students to think about their 

misunderstanding or missing the rule that changing the position of a shape does not 

affect the features of that shape. Thus, the aim of the teacher was to make students 

to understand that issue, so she tried to direct the discussion in that way by 

questioning students. Actually, students could observe a tent shape like in the 

Figure 4.3, by this way, they would understand the relationship between different 

positions of the same shape. Thus, the researcher and the teacher decided to show 

a tent or roof figure from internet and add this example to the instructional sequence 

and HLT at the after-lesson meeting. The section continued as following. 

 

Mete: We defined that a prism has rectangle side faces. But a tent does not have 

those side faces.  

Teacher: Do you agree with Mete? Letôs remember the first dayôs discussion. I 

think, we talked about the same things.  

Buse: When we tilt that shape, it looks like a tent or a roof. Those are not prisms.  

Teacher: Are there any other ideas? 
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Selma: You demonstrated a triangular prism again. When we change the position 

of the shape that time, we saw that it was a triangular prism.  

Teacher: Yes, we did this discussion at the beginning of the instruction. Remember 

the transformation geometry. If you turn a shape through any way, there is 

no change emerge in any edge, height, angle etc. of it. Actually, by cutting 

the shape vertically and horizontally, we observe some shapes. For instance, 

if you cut this triangular prism vertically, what shape do you observe? 

Aydēn: We see rectangle.  

Teacher: Yes, exactly. Ok. If you cut it horizontally, what do you see? 

Beg¿m: A triangle. 

Teacher: A triangle. So, we stated before the way of naming a prism. How was it? 

Aydēn: Looking at bases. They are named according to the shapes at the bases.  

Teacher: Yes. Actually, we look at the cut faces. If you see a rectangle on the 

vertically cut faces, it can be defined as a prism. So, I repeat that a shape 

does not change by changing its position.  

Arda: They also have parallel bases. Then, a tent or a roof is a triangular prism.  

 

This episode emerged in advancing hours of the instruction and 

demonstrated the usage of knowledge of features of a prism as data without any 

warrant in the whole class discussion.  Mete stated that prisms should have 

rectangle side faces that were a data from previous discussion. Thus, he seemed to 

conclude that tent shape was a prism. Also, Aydēn used the statement of parallel 

bases as data again and none of the students from the classroom challenged them. 

This discussion was shown according to KMA  as following.  

 

 

Figure 4.4 KMA on discussion of tentsô and roofsô shape is a prism 
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Throughout the whole class discussions, the context of the arguments was 

appropriate for social and socio-mathematical norms in terms of involving by 

sharing ideas in mathematically meaningful way in the classroom environment. 

Thus, the idea was confirmed as became taken-as-shared.  

 

4.1.2 Idea 2: Understanding a cube is a prism 

 

This idea became taken-as-shared during the instruction in which the 

classroom continued after talking about the daily life examples of prisms. When the 

discussion process was completed, the teacher reorganized the definition of prism 

and students wrote it to their notebooks. After giving the definition of the prism 

based on the prior knowledge and daily life examples, the classroom continued with 

the first two pages of the activity sheet related to definition, types, and properties 

of prisms. Students were asked to complete the gaps in given questions. They 

worked individually on the papers. The following examples are given from the 

activity sheet that students used the mathematical idea of determining the basic 

elements of prisms. First question is about the basic elements of a prism such as 

edge, bases, height. Students used their knowledge that they developed during the 

whole-class discussion about properties of a prisms. During those two pages of the 

activity sheet, the teacher and the researcher visited the students to guide their 

works, but nearly none of them questioned or challenged about any missing points 

or misunderstanding of the issue. These two pages were generally, asking for basic 

features and elements of prisms. Question samples from these two pages were given 

in following parts. Figure 4.5 shows the first question of first page of the activity 

sheet.  

Before starting the second question, the teacher asked the students about the 

relationship between the shape of the base of a prism and its name. The discussion 

was based on the first idea of the studentsô which developed the second idea by 

thinking on the concept of edge, face, height etc. Moreover, this process brought a 

new questioning of students about whether cube was a prism. The following section 

starts from the teacherôs reorganizing the definition for students.  
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Figure 4.5 First question of the activity sheet about properties of prisms  

 

Teacher: ........ The geometric objects, whose side faces are made up of rectangular 

regions and whose bottom and top bases are made up of any polygonal 

regions, are called prisms. Do the side surfaces should be a rectangular? 

Class: Yes.  

Teacher: You say yes? So, let's remember what the cube is. You know cube from 

the 5th class. Is it a prism? Does it maintain the features of prism? 

Beyza: It does not. It has all square sides, not rectangle. But, Iôm not sure. It is also 

a three-dimensional shape.  

Teacher: You say all sides are equal. So, all faces will be square, right? So, the cube 

is not a prism. Say Zeynep. 

Zeynep: It is a prism because itôs top and bottom bases are equal, and their side 

surfaces are equal.  

Teacher: There is another important point. Letôs remember.  

Hakan: Its edges are equal.  

Deniz: Also, all sides and faces are parallel to each other.  

Teacher: Ok. But what does it say in the definition, the sides are made up of 

rectangular regions. Then, how the square can be a rectangle?  

Aydēn: The square is already a special rectangle, isnôt it? So, a cube should be a 

prism also. 
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Teacher: Yes, did you remember from the 5th grade, you should have learned it? 

Class: Yes. 

Teacher: So, the square is a special rectangle, and the square should be a prism.  

Class: Yes, é 

 

In this debate, the teacher reorganized the definition of the prisms, and then 

started to question students about the side surfaces of a cubeôs being rectangle. The 

discussion was extended by talking about cube. Beyza was sure that the cube was 

a three-dimensional solid, but she confused the issue about side surfaces. At first, 

most of the students thought that cube was not a prism since side surfaces were not 

rectangle. But later, Aydēn reminded that a square was a specific type of rectangle 

and that idea was accepted by the classroom. Thus, the idea became taken-as-shared 

and used several times in following weeks. For instance, while working on the 

surface area of prisms, there were some three-dimensional rectangular prisms 

constructed by unit cubes. At that time, the classroom used the idea of cube is a 

prism without any need for a warrant by the classroom. The structure of the idea of 

cube is a prism is shown in following Figure 4.6. 

 

 

Figure 4.6 KMA by reasoning on definition, types, and properties of prisms. 

 

In advancing lessons, while students were working on surface area of 

prisms, students worked on the cube as a prism and there was not any objection, or 

challenging idea for whether the cube was a prism. The context was based on the 

candy factory concept and students were expected to draw wrappers for candies in 

given shapes. The first shape was cube. The students were expected to draw a 
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wrapper for a cube shaped candy. At the beginning, the context was introduced to 

the students.  

 

Researcher: Yes, in this part, we have a factory concept. I want you to read the 

introduction part yourselves, and after we will talk. (Students read the 

introduction of this part). What do you want to say about your reading? 

What did you understand? Yes, Arda. 

Arda: As I understand, there is a wrapping factory for candies and we produce 

wrappers for candies. Those wrappers have unit squares on them.  

Teacher: Yes, any other idea? 

Zeynep: Also, at the beginning, it gives us a cube as a basic prism to draw a wrapper. 

Teacher: Yes, good. Is there any other idea? 

 

In this section, the classroom read the beginning part of the surface area 

context. They started expressing their ideas about the part and Zeynep stated that a 

cube was given as a basic prism for them. After her explanation or idea, there was 

not any negative feedback, or any warrant, so it became a taken-as-shared idea 

among the classroom. This can be modelled as in the following according to 

Krummheuerôs argumentation model.  

 

 

Figure 4.7 KMA by reasoning on definition, types, and properties of prisms. 

 

In the following lessons, the classroom used the cube concept as a prism 

while they were talking about calculation of surface area of a rectangular prism and 

there was not any objection to the discussion. The class accepted the cube as a 

prism, and in the following lessons there were no discussions or questions about 

this topic. Additionally, the students used this idea in advancing hours of the 

instruction as data. For example, while they were working on the surface area of 
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prism, one of the students supported her claim about cube is a prism, so finding the 

way of the surface area of a rectangular prism could be found by this way. At that 

conclusion, there was no warrant, or any opposite ideas, or misunderstanding for 

the issue. Thus, this idea became taken-as-shared and was not discussed anymore.  

 

4.1.3 Idea 3: Understanding the relationship between base shape and other 

parts of a prism   

 

The 3rd mathematical idea was emerged during the first week of the 

instruction and continued to be used in later practices of the instruction of the 

following weeks. This idea was constructed during the activities based on the basic 

elements of prisms such as edge, height, face etc. and based on the mathematical 

idea of one and two.  

The following question in the Figure 4.8 is the second one of the activity 

sheets. It was prepared to obtain studentsô understanding of the elements of the 

prism and the ability of relating those elements to the name of the prisms. The 

students were asked to complete the missing parts of the given table related to faces, 

edges, etc. First, they worked individually and then the teacher started the classroom 

discussion. Following section illustrates the discussion conducted after completing 

the question.  

 

 

Figure 4.8 Second question of the activity sheet about properties of prisms 
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Teacher: We talked about the elements of a prism. Letôs continue with the second 

question. Is the first one cube? What do you say? How many faces does a 

cube have? Burcu. 

Burcu: Six. 

Teacher: Yes, six. One from bottom base, one from top base and four from sides so 

six in total. Ok. How many corners does it have? Tuna.  

Tuna: Eight 

Teacher: Eight. Very good. Yes, look at the cube here (by demonstrating a concrete 

cube). Four here at the top, four here at the bottom so eight in total. Ok. How 

many edges does it have?  

Tuĵ­e: 12 

Teacher: How did you find it? Did you count all the edges?  

Tuĵ­e: Yes, I counted all of them.  

Teacher: Is there another idea? What can you do instead of counting? Aydēn. 

Aydēn: Top and bottom faces are equal, and they are squares. One square has four 

edges and two of them have eight. Also, it has four heights and 12 edges in 

total.  

Teacher: Very good. Calculating the number of edges is easier. Are there any 

problems with Aydēnôs way? 

Class: No.  

Teacher: What about the square prism?  

Buse: Number of the faces is six. Number of the corner is eight. Number of the 

edges is 12.  

Teacher: What is the shape of the base? 

Buse: Itôs square.  

Teacher: Yes, very good. The following is rectangular prism. Say Hasan.  

Hasan: Number of faces is six, number of corners is eight, number of edges is 12 

and the base is rectangle.  

 

First part of this section was about the completing the missing parts of the 

questions that were given in the activity sheet. The classroom successfully 

completed the missing parts by saying appropriate numbers with the given prism. 
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This example was important for students to understand the relation between edges, 

bases, heights and relatedly their names. The discussion continued as following. 

 

Teacher: Exactly. Can you compare the three of those prisms? 

Yaĵmur: They have the same number of the edges and faces.  

Teacher: So, why do we name them by using different terms? 

Mete: But, they have different bases. As we talked before, it is related to their bases. 

We name the prisms according to their bases. For example, cube is a special 

prism related to it has all square faces.  

Teacher: Good. Letôs continue with the following one. Kaan.  

Kaan: Five faces, six corners, nine edges and it has a triangle base.  

Teacher: Great. Say the following one. Ķpek.  

Ķpek: It has seven faces, ten corners and 15 edges, it has a pentagon base.  

Teacher: Yes, we completed this part. I think you understand how to calculate 

number of those elements of the prisms. Now, I want you to think about the 

relationship between the type of the prisms, their edges, faces and heights.  

Hakan: We name the prisms according to the shapes of their bases. 

Teacher: Itôs true that we said before. But, how the number of those elements 

changes related to the type of the prism?  (After a while silence) Yes, Aydēn.  

Aydēn: I think the number of the elements increases related to the shape of the base.  

Teacher: Can you explain with an example? 

Aydēn: For example, a triangle prism has a triangle base. Relatedly, it has three 

bottom edges, three top edges and three heights.  

Tuĵ­e: Also, side faces increase related to shape of the base.  

Teacher: Yes. That is the point. é 

 

 

This section was a good illustration of how students constructed the idea of 

the elements such as edge, height, and side face etc. At the beginning, they tried the 

way of counting to find the missing parts of the question, but later constructing the 

idea of relationship between the edges, faces and heights etc., they began to use that 

way easily. They began to understand the relationship between the base shape of a 
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prism and other parts. At the end of the section, Hakan, Aydēn and Tuĵ­eôs ideas 

produced the third mathematical taken-as-shared idea about the relationship 

between base shape of a prism and other parts such as number of side faces, number 

of edges etc. The idea was accepted by the classroom without any challenge or any 

question. Also, they used this mathematical idea in the following parts of the 

instructional sequence such as surface area of the prisms as data for many times. 

The structure of the third idea was illustrated in Figure 4.9.  

 

 

Figure 4.9 KMA on understanding the relationship between parts of a prism   

 

In the discussion, they talked about the basic elements of a prism and 

relatedly they worked on the second question. The mathematical idea 3 was 

developed during this debate. The class used the mathematical idea while working 

on the following question. Moreover, B¿ĸra extended the discussion based on a 

given example at the beginning of the instruction. In the following visual, the third 

question and the discussion that occurred continuously was illustrated.  

 

Teacher: éLetôs continue with the following question. What do you see in this 

question? What is it about?  

Harun: It is about their open forms.  

Teacher: Yes, the question wants you to guess the type of the prism by looking at 

its net. Look at the first one. What do you think? 

Selma: Itôs a rectangular prism.  
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Teacher: Why did you think like that? 

Selma: Because it has rectangle bases. We name the prisms according to their bases.  

Teacher: Yes. As we said before, we look at the bases. Another one?  

Hasan: Itôs a cube. Because, it has all of the equal faces. 

Teacher: Yes, it is a cube. Another one? 

Selim: It is a rectangular prism again.  

Teacher: Thatôs right. And the last one.  

Beg¿m: It is a triangle prism. Here. We can also see Aydēnôs idea. For example, 

this triangle prism (shown in the Figure 4.10) has two triangle bases and 

three side faces. It is related to base shape. It is easier to see those elements 

in their open forms. 

Teacher: Yes, you are right. Can you say that again? 

Beg¿m: Number of edges of the base shape determines the number of side faces.  

 

 

Figure 4.10 The third question of activity sheet about properties of prisms 

 

  This time, the subject was related to the given question on the activity 

sheet. The students completed the question as class discussion and there were not 

any challenges about naming the shapes that were given in open forms. Students 

successfully understood the relationship between base shape of a prism and its other 

parts. 
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Figure 4.11 GeoGebra illustration of triangle prism 

 

It is possible to show the structure of the debate according to Krummheuerôs 

model of argumentation as following.  

 

 

Figure 4.12 KMA on understanding the relationship between parts of a prism   

 

This idea became taken-as-shared and students used it two times in 

advancing hours of the instruction. Additionally, the structure of the classroom 

discussions was appropriate in terms of social norms and socio-mathematical 

norms. The students involved in class discussions by sharing their ideas and by 

using mathematically acceptable language. Thus, the mathematical idea can be 

concluded as-taken-shared in terms of constructing the mathematical practice of 

definition and properties of prisms.  

 

4.1.4 Idea 4: Understanding that a cylinder is not a prism 

 

The fourth taken-as-shared idea was occurred immediately after the third 

one; while the classroom was working on the first two pages of the activity sheet 

which was focused on basic elements and features of the prisms. At the end of the 
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question, Zeynep shared her idea about an example that was given by a student in 

previous lessons. At the beginning of the instruction, the classroom was talking 

about examples for prisms from daily life.  It was about an example that cylinder-

shaped pencil box. The student had provided it as an example for prism, but at that 

time there was not a discussion occurred on that issue. Now, Zeynep seemed to 

have a challenge understanding the reason for it. So, she asked that issue and started 

a new topic to discuss.  

 

Zeynep: Teacher. In the previous lesson, one of our friends said cylinder-shaped 

pencil box as an example for prisms. It is not aligned with the definition of 

prisms. 

Teacher: Why? Listen to your friend. Do you think like her? 

Kaan: It is a prism.  

Zeynep: But we said the prisms have edges, cylinder does not have edges.  

Teacher: What do you say? Look at our definition. We wrote the properties on the 

board.  

Arda: Also, it does not have corners. 

Teacher: Yes. We said it does not have corners. 

B¿ĸra: There are not side faces.  

Teacher: Yes. There are not side faces.  

Aydēn: There arenôt edges.  

Teacher: So, what is the decision?  

Class: Itôs not a prism.  

B¿ĸra: But, it is a three-dimensional solid.  

Teacher: There is no doubt about it. But we say, it is not a prism. Itôs a three-

dimensional solid. Itôs cylinder. Thatôs it. Are there any problems with this 

issue?  

 

In this debate, students completed the name of the prisms by looking at the 

nets of them that was given in the question. After completing their work on the 

paper, at the same time the researcher opened a GeoGebra file illustrating the nets 

of the prisms to make the content clearer for students. After seeing on the 
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interactive-board screen, students became more confident with visualizing the 

prism in their mind. The following illustration was shown in Figure 4.11. In the 

later parts of the section, students tried to differentiate the cylinder from the prisms 

by using the first three mathematical ideas. In this sense, there was a common usage 

of those ideas that meant the ideas became taken-as-shared. To support their ideas, 

the students used the properties and basic elements of prisms.  

At the end of the session, there was no one but B¿ĸra challenged that the 

cylinder was not a prism. B¿ĸra later constructed the idea while discussing the issue 

with her peer by comparing those shapes and features. One more discussion 

emerged related to differences between prisms and pyramids. The whole class 

discussion was started when one of the students asked a question about the issue. 

 

 

Figure 4.13 Illustration of a triangle prism from GeoGebra file 

 

The classroom teacher guided the process and in a similar way by using the 

mathematical ideas that students produced, the problem was handled successfully. 

Also, the use of GeoGebra was a great support to make students to construct the 

conceptual understanding of the content. It was important for students to see and 

observe how the solids change by increasing or decreasing the number of the edges 

of the base. Also, how changing the position of a shape affects the features of that 
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shape or whether that operation influences those features. Use of GeoGebra was 

critical for students to visualize the three-dimensional figures in their minds more 

easily, develop some ideas about the discussion and express their ideas about the 

subject related to those discussion issues. For example, by observing the GeoGebra 

file given in Figure 4.13, studentsô minds became clearer about how changing the 

number of edges of a prism also changes the number of side edges and number of 

side faces at the same time. It was not possible to show them those changes on the 

classic classroom board or by using any concrete material. Also, by evaluating the 

illustration, students could produce solutions to the challenges in their whole class 

discussions and reach the mathematical practice. For example, the illustration in the 

Figure 4.12 was helpful for students who had difficulty to understand why a 

cylinder was not accepted as a prism and showed the reasons practically. After 

evaluating a few prism types from GeoGebra file such as Figure 4.11 and Figure 

4.12, the teacher wanted to ask studentsô ideas about the cylinder. The following 

debate occurred accordingly.   

 

 

Figure 4.14 An illustration of cylinder on the GeoGebra file 

 

Teacher: Now, what do you say about the cylinder? Is it a prism or not? Or do you 

understand the reason for itôs not being a prism. Yes, Beyza. 

Beyza: We learned the definition of the prism. We stated that prism has some basic 

elements such as height, edge, corner points, side faces. When you increase 
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the number of edges of the base shape, number of side faces increased, and 

edges disappeared relatedly. Thus, if there is no edge, it cannot be a prism.  

Teacher: Is there anyone who wants to add something?  

Hakan: I agree. It is not a prism.   

 

In this debate, the teacher wanted to see the possible changes of studentsô 

ideas about the cylinder. Beyza stated her idea as cylinder was not a prism. Also, 

Hakan stated his agreement. At this point, GeoGebra file was very helpful for 

students to make the reason clear for cylinderôs not being a prism. In previous 

lessons, some of the students faced with some problems with understanding this 

issue. But observing the GeoGebra file helped them visualize the change of number 

of edges and their disappearing related to increase of number of edges.  

Also, this debate was a good example of studentsô understanding of previous 

mathematical idea about understanding the relationship between base shape of a 

prism and other parts. Because, Beyza used the idea as data in her argument by 

stating the increase number of edges affected the number of side faces. Also, she 

stated that this increase caused side faces and edges to disappear. This was the 

acceptance of the idea of cylinder is not a prism and became taken-as-shared. The 

structure of the idea according to Krummheuerôs argumentation model is shown as 

in the following.  

 

 

Figure 4.15 KMA on understanding the cylinder is not a prism 

 

These four mathematical ideas were mainly emerged through the discussion 

of basic elements of prisms and their properties; and constructed the basis for the 

first mathematical practicesô definition and properties of prisms. Additionally, 

those ideas were important for being bases for the construction of the second 

mathematical practice which had taken-as-shared ideas in it. To provide a 
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conceptual understanding of the nets of prisms and the surface area of them, 

students needed to have deep understanding of the definition and properties of a 

prism. Thus, for the second part of the instructional sequence in which students 

studied on nets of the prisms and their surface area, they used these mathematical 

ideas for several times as data or warrant during the whole class discussions. 

Additionally, the social and socio-mathematical norms of the classroom was 

supported the emergence of the first mathematical practice in terms of studentsô 

active participation to the activities individually or in peers or sharing their ideas in 

whole class discussions by using acceptable mathematical terminology. In the 

following section emergence of the second mathematical practice was explained 

with evidences and the related mathematical ideas that supported emergence of that 

practice.   

 

4.2 Mathematical Practice 2: Finding Surface Area of Prisms  

 

The second mathematical idea was about surface area of prisms. It was 

emerged mainly during the second and third week of the instruction. During that 

process, students were involved in activities based on visualization of nets of prisms 

and construction of surface area of prisms by understanding formula of them. This 

part of the instructional sequence was constituted the long part of the study and 

continued during two weeks of the process. This was also related to importance of 

constructing the concept of understanding the formula of surface area of prisms 

instead of memorizing it. During this part, while using the knowledge from previous 

part as data for this context, students also produced and extended new ideas that 

became taken-as-shared and relatedly mathematical practice for the study.  

For this part, the students worked both by individually and in groups. During 

the instruction, the GeoGebra files supported the progression of their 

understanding. Also, concrete unit cubes were used or given to the students that 

wanted to touch and see the shapes physically.  
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4.2.1 Idea 1: Understanding wrapping means that drawing net of a prism 

 

This mathematical idea emerged during the second week of the instruction. 

For this part of the work, a wrapper factory concept was used to cover the candy 

produced in certain forms. In this factory, the produced candy wrappers were priced 

over the unit squares that were given, in fact, by this way both the nets of the prisms 

and the calculation of the surface area were introduced. On the first page which was 

given to the students, information was given on this subject. Figure 4.16 is from the 

first page of this part of the activity. It was an introduction to that part of the 

instruction by providing an introductory information about the progression. 

Students were given some time to read the given information in Figure 4.16 and 

then continued with the question that is shown in Figure 4.17. Students worked 

individually for the question. The researcher and the teacher visited the students 

and then the answers were checked on the GeoGebra file.  

 

 

Figure 4.16 Candy Wrapping Factory Concept 
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After reading and understanding the concept of this part, the classroom 

continued with the following question and the discussion related to it.  

 

 

Figure 4.17 Wrapping the cube-shaped candy 

 

Teacher: As you read, this question wants you to create a wrapping paper for the 

cube-shaped candy.  What do you think about this? 

Hakan: Actually, the question asks the net of the cube. 

Beyza: Yes, it asks the net of the prism. We did it previous years.  

Teacher: Exactly, it is about the net of the prism.  

 

The section started with the teacherôs questioning students whether they had 

the appropriate understanding about the question which was asking net of the cube. 

The debate demonstrated that students understood the context. In this context 

Hakan and Beyza replied the question in this way. There was not any challenging 

idea for the question. It was important for them to understand how to think about 

the question. For this question, students worked individually. During the process, 

the teacher visited the students to check and help if there was any challenge. For 

this part, there were not any discussions including data, conclusion or warrant of 

Krummheuerôs model. The concept of cube was a known issue for students from 

previous years according to national curriculum. Thus, except for a few students, 

they successfully completed their drawings and all the students drew the net of the 

cube. One of the studentsô drawings is shown in Figure 4.18.  
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Figure 4.18 A sample of student drawing 

 

While working on the question, a few students asked about the place of the 

top and bottom bases while drawing the net of the cube. To handle this issue, the 

researcher opened a GeoGebra file showing the net of the cube with different ways 

of open it (Figure 4.19).  

 

 

Figure 4.19 Different views of net of a cube from GeoGebra 

 

Evaluating that illustration, the classroom understood the place of a base for 

the net of the cube. The illustration was showing the different views of the net of a 

cube and also closed form of it. As mentioned above, all of the studentsô drawings 

were correct. But, there were changes in places of bases at the open form. Although 

his drawing was true, one of the students seemed to have problem understanding 

those changes and asked questions about it.  
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Sude: Are there any differences when drawing those bases in different places? 

Teacher: Ok. Letôs look at the screen again. (Researcher moved the cube again). 

What do you say about your friendôs question?  

Arda: When we look at the shape, we got the same cube from different nets. So, I 

think, it is not important where to draw those bases.  

Teacher: Sude, did you understand? 

Sude: Yes. 

 

Sude, asked whether any change of bases in net of a cube influenced its 

closed form. To handle this problem, the teacher wanted them to observe different 

views of its net and closed form. Students understood the missing point after 

viewing the GeoGebra file again. There was not any discussion about the issue 

anymore. The classroom continued the discussion with a related question. This 

section mainly focused on understanding to wrap a shape means that to draw its net.  

 

 

Figure 4.20 Second question of this part 

 

Teacher: éLetôs continue with the second question.  

Beg¿m: Do we draw their nets again? 

Teacher: What did you understand? It wants you to draw a wrapper for those two 

candies.  

Beg¿m: It wants its net.  

Teacher: What do you think about that shape? What type of prism is it?  

Hakan: It looks like a square prism.  
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Teacher: Hakan says it is a square prism. What do you think? 

Kaan: It is made up with unit cubes and a cube has square faces.  

Beg¿m: By adding the two-unit cubes to each other, we have a square prism 

because, the whole shapeôs side faces are rectangle and bases are square.  

Teacher: Yes, so you are expected to draw a wrapper for that square prism.  

Zeynep: Its net, actually.  

Teacher: These questions ask nets of the given prisms, you are right. I will check 

your drawings one by one.  

 

During this section, students tried to understand the given shapes by relating 

the wrapping activity to their nets. Beg¿m wanted to teacher confirm that they were 

asked to draw nets of the given shapes. Actually, she used the knowledge as 

conclusion here. Structure of the discussion according to Krummheuerôs (2015) 

argumentation model is shown in Figure 4.21.  

 

 

Figure 4.21 KMA on understanding wrapping means that drawing net of a prism 

 

The students were sure about working on nets of the given shapes, there was 

not any problem about that. The problems emerged during the teacherôs visit of 

students. They werenôt sure about how to draw those nets. They were trying to 

understand the shapes constructed by unit cubes. After the shapes became more 

complex, some students could not draw the nets of new shapes constructed by unit 

cubes. For instance, one of them was the shape which was shown in Figure 4.20. 

To handle those problems, each shape was checked on the GeoGebra file as 

mentioned in the instructional sequence. The net of the shape asked in Figure 4.20 

is shown in the Figure 4.22. It was viewed in GeoGebra and was presented from 

top view here. Viewing GeoGebra files after each activity made students clear about 
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their drawings and they had chance to check their works while the instruction is 

given. This is very essential for learning geometric concepts.  

 

 

Figure 4.22 GeoGebra view of the question  

 

Following questions were in the same context with the previous one. Those 

questions were prepared to construct the basis for the surface area of the prisms 

since that was related to the understand side faces of a prism. In general, the 

classroom completed the process successfully. They could draw the nets of the 

given shapes without any challenge except for a few students. The problem was 

solved by using GeoGebra file to show students the shapes on the interactive board. 

By this way, the students who had problems with the questions completed the 

missing parts of their drawings. During this process, they never questioned about 

the relationship between wrapping and net of shapes. Thus, the idea seemed to 

become taken-as-shared.  Furthermore, they used this idea in the following context. 

After completing this part, the activity sheets were given to the students including 

questions about drawings of candy wrappers from only one side of the shape (view 

from top, from right side, from left side etc.). For that part, students stated that the 

questions were easier than the previous one. They stated that they knew this kind 

of drawings from the previous seventh grade classroom, but they were not aware of 

the aim of those drawings. Some of them asked the reason of doing the same 
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procedures again. The researcher replied those students by stating that those were 

important steps for understanding the surface area of prisms.  

 

Aydēn: These are the same as we did previously. Why do we do these again? 

Researcher: What did we do previously? 

Aydēn: We drew wrappers for the given prisms. 

Researcher: What was the meaning of drawing a wrapper means mathematically? 

We talked about it. 

Aydēn: We said its net.  

Researcher: So, these are again nets of the prisms, but by looking at different views.  

Aydēn: So, why do we do same things again?  

Researcher: (By showing the shape in Figure 4.21 from GeoGebra) What do you 

see now?  

Aydēn: Iôm looking from front.  

Researcher: How many squares do you see? 

Aydēn: Two 

Researcher: Think according to wrapping now. How many squares do you need to 

wrap that side? 

Aydēn: Two 

Researcher: Do you see? Doing these practices helps you to observe each side 

particularly. This is a step we use for our other context.  

 

In this debate, Aydēn asked the reason for working on wrappers again by 

looking at different views of the given shapes. He thought that was unnecessary to 

do the examples. Researcher explained that both practices were important because 

they are preliminary steps in understanding the surface area and they are important 

to show the net of the prisms. Additionally, in his discussion Aydēn used the idea 

of wrapping was meant to be net of a prism. The structure of the argumentation 

according to Krummheuer (2015) can be shown as in the following.  
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Figure 4.23 KMA on understanding wrapping means that drawing net of a prism 

 

According to studentsô explanations and feedbacks from them, the 

researcher and the teacher decided to change the place of this part and prior part in 

the HLT for following studies. That was because students easily completed the last 

part in which they drew the one side of the wrappers when compared to the prior 

one in which they drew a whole wrapper for each shape. Moreover, the teacher and 

the researcher found it more appropriate to work firstly on partial, one side drawings 

and then to continue with whole shape. By this way student would understand 

drawing of net of a prism by constructing on drawing each side of a whole shape. 

Following figure shows a sample from the studentsô drawings from the part when 

they drew one view of the given shape. After completing the session, view of each 

shape was controlled from the GeoGebra file to make students sure about whether 

their drawings were true.  

 

 

 

Figure 4.24 A sample drawing of students 

 

For the following part of the activity sheet, students worked on a shape 

constructed by unit cubes and they were asked to draw from different views of sides 
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again. While working on that question, students could successfully draw the asked 

views of the shape without any challenging idea. There was not any argumentation 

occurred during the process according to emergent perspective and argumentation 

model. GeoGebra was helpful again for students to catch a few missing points. It 

enabled the students to observe the given shape differentially. Figure 4.22 shows 

how GeoGebra helped the visualization of the given shape in the instructional 

sequence from different views.  

 

 

Figure 4.25 The given shape and its view from the right side 

 

These kinds of questions constructed by unit cubes planned to be bases for 

understanding the nets of the prisms and their surface area directly related to the 

surface. Understanding these concepts requires understanding what the surface of a 

shape means and what it contains. So, those questions were expected to be helpful 

for students by construction of nets and surface area concepts.   

Following step was about drawing wrappers for given candies in different 

shapes such as triangular prism, pentagonal prism and hexagonal prism. The 

students were given approximately ten minutes to draw the wrappers for those 

solids. The researcher and the teacher visited them while students were working on 

the question. After the classroom completed the process, they checked their 

drawings from GeoGebra (Figure 4.25). During the process the following 

conversation occurred between students and the teacher.  

Teacher: In this page, you are expected to draw wrappers for candies in given 

shapes. So, what does it want you to draw?  

Shape Right side view 
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Arda: Their nets again.  

Teacher: Exactly, right. You are expected to draw their nets.  

 

 

Figure 4.26 Triangular prism and GeoGebra file view 

 

The section continued through the process. In this part, one student asked 

about the absence of unit cubes and their providing easiness for drawing the nets of 

the prisms. But this was not the critical point of the discussion. The teacher asked 

whether the classroom knew what to do. Arda stated that it was asking about the 

nets of the given shapes. Thus, the idea of wrapping a shape means to draw its net, 

became taken-as-shared among the classroom environment. By understanding this 

context, they are expected to construct the base for surface area. Figure 4.26 shows 

the analysis of the dialogue according to Krummheuerôs argumentation model.  

 

 

 

 

Figure 4.27 KMA on understanding wrapping means that drawing net of a prism 

 

In following lessons, the classroom worked on activity sheet that included 

these kinds of questions again while the teacher introducing the surface area of the 

prisms. The content was about to understand the surface area by looking at the faces 

CONCLUSION 

Arda: Their nets again 
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of candies constructed by unit cubes. Students were expected to calculate the area 

of the wrappers to cover the given candies. This was a transition to the surface area. 

While classroom was working on those candies, they used the concept of unit cubes 

as data and conclusion without any warrant or any challenging idea. This meant that 

studentsô understanding of the meaning of unit cubes in calculation of surface area 

was correct. The process was also constituted the second step of the mathematical 

practice by reasoning on area of rectangle.  

 

4.2.2 Idea 2: Counting unit squares  

 

This idea emerged during the third week of the instructional sequence and 

became taken-as-shared. The process was started with the teacherôs questioning 

about the studentôs ideas about the meaning of surface area. Related to the previous 

work from the instruction, most of the students had the idea of what a surface area 

of a shape means. During the previous part of the instructional sequence, students 

worked on a wrapping factory concept aiming to introduce students with the surface 

area concept. This part of the activity sheet was constructed related to the same 

context. In this part of the worksheet, the aim was not only to design one piece of 

wrapping paper for candy, but also to calculate how many square units of the 

wrapping paper there was. The candies that were given to the students for this part 

were originally built using unit cubes. In later steps, it was asked the need of 

wrapping paper of unit square for each prism-shaped candy constructed without 

unit cubes. Students were expected to realize that they actually calculated 1 square 

meter of space for a unit cube, and from there they were expected to switch to 

calculation of surface area without using unit cubes. During this part of the 

instruction, students did not need to use or observe any GeoGebra file to provide 

help for questions, since this part did not include much questions or figures, they 

needed usage of visualization skills. GeoGebra files were opened for one or two 

times at the beginning of this part to show the students the back and side faces of 

prisms with unit cubes. The first page of this part was given to the students and they 

worked on it and then the classroom started to discuss on the page. The teacher 

wanted students to tell their answers and explain their reasons for those answers.  
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Teacher: Yes Aydēn.  

Aydēn: I found 66.  

Teacher: How did you arrive to that conclusion? What was your idea while doing 

your operation?  

Aydēn: I thought about the visible faces of the shape. I thought that we should count 

each unit squares of each face.  

Teacher: So, you counted each face and each unit squares. 

Aydēn: Yes. I counted each of them.  

Teacher: How did you count? What did you look for? 

Aydēn: Now. Can I show it on the board? (Aydēn comes to the board and the 

GeoGebra file is ready on the smartboard). I counted this, this, and this side, 

and then I multiplied the result with two since there are two for each surface.   

Teacher: Yes. You are right. Is there another idea or any different ways?  

 

During this dialogue, the teacher wanted to get the ideas about the first 

question. Aydēn explained his idea that he chose to count the number of each unit 

squares of each face. He counted each face and then he multiplied the result by two 

(Figure 4.28). Aydēnôs idea mathematically acceptable, but to become taken-as-

shared it needed to be accepted and used normally by other members of the 

classroom.  

 

 

Figure 4.28 Aydēnôs solution to the first question 
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Aydēnôs solution was a way of calculating the surface area by counting each 

unit square. Teacher continued to ask about any other ideas. The dialogue did not 

include any element of Krummheuerôs argumentation model, but it was a 

demonstration of studentsô understanding of the context. After Aydēn explained his 

idea, most of the students agreed with the idea and still offered their own ideas. 

Most of the students stated that they counted the unit squares of each face and 

multiplied them by two since there were two for each face.  

 

 

Figure 4.29 Another question of calculating unit squares of wrappers 

 

Teacher: I want to listen your solutions. Yes, Arda. 

Arda: I counted squares like Aydēn. Here, six times three, there are 18-unit squares 

on the front side. And at the back side itôs the same, 36 in total. On the top 

of the shape there are six times four there are 24 and 24 from the bottom. 

There are 48. On the right side, four times three, there are 12 and at the left 

as the same. 24 in total. And totally, there are 108-unit squares.  

Teacher: Yes, you did the same as Aydēn did. Do you want to add something? Is 

there anything wrong?  

Selin: Also, I counted squares.  

 

In this debate, for another question, the classroom started to talk about the 

solutions. Arda stated that he used the way as same as Aydēn did for previous 

question. This was an indicator of that Aydēnôs idea started to become taken-as-

shared according to emergent perspective and Krummheuerôs (2015) argumentation 

model.  This can be shown as in the Figure 4.30.  



164 
 

 

Figure 4.30 KMA on counting unit squares 

 

This debate was not the last example of counting unit squares to calculate 

wrappers. In most activities of this section, students chose to use counting unit 

squares. Their ways of solving question were mathematically acceptable and this 

idea became taken-as-shared in classroom environment when evaluated according 

to emergent perspective. Thus, it was concluded that usage of counting unit squares, 

became a taken-as-shared idea (as a step for surface area of prims), while 

calculating area of wrappers. Following debate shows a different viewpoint of one 

the students.  

  

Beyza: But, I found it 36.  

Hakan: No, it is 66 

Some students: It is 66. 

Teacher: Listen, Beyza says something. Repeat please. 

Beyza: I found the result 36.  

Teacher: How did you do it? 

Beyza: I counted one of the faces. There are 12-unit squares. Then, I multiplied that 

with three because there are three. So, the answer is 36.   

Teacher: Can you explain again please? 

Beyza: First, I counted the top face. There are 12-unit squares. There are three rows 

in the shape which is height. So, 12 times 3 makes 36.  

Teacher: Why did you do that? 

Beyza: Because, there are 12-unit squares and three rows, it makes 36-unit squares 

in total. 

Teacher: Do you agree with Beyza?  
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This dialogue was a demonstration of misunderstanding of the context. 

Beyza explained her idea in return for Aydēnôs opinion, but she calculated the total 

number of the unit squares which was the volume of the prism. The teacher wanted 

her to understand her mistake with classroom discussion. To eliminate this 

misunderstanding the teacher wanted to show a concrete form of the main idea. She 

used a concrete cube and a squared paper. She wanted Beyza to wrap the cube by 

using that squared paper and after that Beyza understood the context. This small 

demonstration made most of the students got the deep understanding of what the 

surface area was.  

After this practice, the classroom continued to discuss on following 

questions constructed with the same concept. As the process was going on, new 

solutions occurred in the classroom environment. Thus, related to new solution 

ways, new ideas emerged on the way to become taken-as-shared.  

 

4.2.3 Idea 3: Transition from counting unit squares to calculating area  

 

This idea started to emerge immediately after the previous idea. In previous 

section, classroom was working on finding area of wrappers that were appropriate 

for candies in given shapes. They preferred to use counting unit squares to find area. 

While the instruction and whole class discussions were going on, the students 

produced easier way of finding unit squares. Following section shows this process. 

  

Teacher: Can you explain your way to your friends? 

Mete: I thought that instead of counting all the unit squares, or as a shorter way, we 

can multiply edges with each other like we do while calculating area of a 

rectangle. This is easy and quicker. For instance, in this example, I 

multiplied three by five according to these edges (By showing his paper in 

Figure 4.18). It is 15. The result is the number of unit squares of this face, 

so it is the area of this face. And then, I multiplied 15 with two, because 

there are two same side faces, and it is 30. For the top and bottom faces, I 

multiplied five with six and I found 30, then I multiplied it with two, I found 
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60. Lastly, I multiplied three with six, I found 18 and I multiplied it with 

two, it is 36. When I summed up 30, 60 and 36, it makes 126. 

Teacher: Yes, here what did he do? Who wants to repeat? What is the difference of 

Meteôs solution from the previous way. Remember most of you chose to 

count squares. Yes. Tuĵ­e. 

Tuĵ­e: I think there is no difference. He only did the shorter way. Instead of 

counting, he multiplied according to faces.  

Teacher: Yes, are there any other ideas about this solution?  What does it remind to 

you? 

Aydēn: Actually, he found the area of one face. And then multiplied it with two.  

Kerem: We can think like tiling on a ground. We said something like this. The 

number of tiles gives us the area of that ground. So, actually, we find the 

area of the rectangle on each side. 

 

In this debate, Mete started to explain his way of solving the question by 

using the area of rectangle. He mentioned that he multiplied each edge by each other 

and multiplied with two and summed up those results to each other (Figure 4.31). 

During that time, everybody was doing the same thing but in a longer way. By this 

way, he reminded that they were actually trying to find the area of each face. He 

calculated the surface area of each face, but they did not name it as surface area at 

that time. But it was a step to capture the idea of surface area. 

 

 

Figure 4.31 Meteôs solution to the question 
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This discourse of the students was obtained as suitable for Krummheuerôs 

argumentation model. Moreover, those arguments were appropriate for social and 

socio-mathematical norms by exchanging ideas with appropriate mathematical 

terminology and using mathematically acceptable solutions. This structure can be 

summarized as following.  

 

 

Figure 4.32 KMA on calculating surface area 

 

After this time, in the following questions, the students often used the area 

of rectangle in their solutions. Thus, discussions mainly focused on that concept. 

Following section is chosen from the same lesson with the previous one. While 

students were working on the other questions, this dialogue occurred.  

           

Teacher: Yes, who wants to solve the question? 

Yaĵmur: To find the area of rectangle on front face, I multiplied two with six. It is 

12. And then, I multiplied the two with four to find the area of another 

rectangle. It is eight. To find the area of bottom rectangle, I multiplied four 

with six. It is 24. Then, I summed up them, I found 44. But there are two for 

each side. I multiplied 44 with two and the answer is 88.  

Teacher: Yes, good explanation. What do you think? Are there any other ideas? 
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Tuna: I did the same things. But, I first found the area of rectangles and then I 

multiplied each area with two. At the end, I summed them up.  

Teacher: What are the differences between two solutions? 

Kaan: Actually, there are no differences. They do the same thing but in different 

order. 

  

In this debate, the question included a rectangular prism constructed by unit 

cubes. Yaĵmur explained her way of thinking for solution and Tuna accepted her 

solution and explained his way. Both of them did the same things but in a different 

order. Thus, Kaan confirmed that the solution was accepted by them. Yaĵmur used 

the data from the previous discussion about rectangles area as conclusion. Tuna 

added his explanation as data and then there were not any challenges or warrant for 

the discussion. Actually, the class started to understand that they were calculating 

the area of each face by doing those calculations that they referred in a short way. 

They started to transfer their thinking from counting to the calculating. Thus, the 

classroom seemed to accept the usage of rectangles area for finding the surface area. 

Accordingly, when the dialogue was evaluated according to Krummheuerôs 

argumentation model the following figure could be drawn. 

 

 

Figure 4.33 KMA on calculating area 

 

In advancing lessons, the classroom continued to the instruction with 

calculation of surface area of given prisms without unit cubes. For that goal, 

students were expected to use the knowledge of area of rectangle again. After doing 

various examples, the classroom started to work on those kinds of questions. In 

following question, the classroom worked on the area of wrapper for candy which 
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was constructed without unit cubes. After, the following discussion occurred during 

the solution process of mentioned question.   

 

Teacher: é. In this question, yes. This time you are asked to solve the question 

without unit cubes. The shape is given in centimeter. Who wants to talk 

about this? 

Ķpek: I thought about the area of each rectangle. First, I found the front face 60, 

back face is also 60. It is 120. Side face is 24, adding 24 to 24, it makes 48. 

For the bottom and top faces, I summed up 40 and 40, it is 80. It is 248 in 

total.  

 

Figure 4.34 A question from surface area context 

 

Teacher: Very good. In the question, the same thing is asked but by using numbers. 

Are there any problems?  

Researcher: Can you explain again, why did you follow the same way as you did in 

previous ones with unit cubes? You could count unit cubes in those 

questions, but here there are none. What was your opinion? 

Ķpek: I thought that each centimeter as one unit. I  

Researcher: You thought 1 cm as 1 unit.  

Ķpek: Exactly, So, here is 6, and here is 10 and this one is 4. By this way, I calculated 

the area of each face.  

Teacher: Yes, Aydēn. You said something. 

Aydēn: Actually, when we found the area, we found unit square. When we multiply 

base and height, we find the area. 

Teacher: Which area? 

Aydēn: Rectangleôs area. 
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While talking on the question given in Figure 4.34, the classroom met a 

prism constructed without unit cubes. The teacher asked the ideas and Ķpek 

explained her way. She stated that she concluded that each one unit is equal to one 

centimeter and she continued her solution by this way. She stressed again the area 

of rectangle is calculated for each side and she reached the answer this way. After 

her explanation, Aydēn stated that those calculations were all about the area of 

rectangle and accepted Ķpekôs conclusion. Thus, following figure can be drawn for 

this discussion.  

 

 

Figure 4.35 KMA on calculating area 

 

Following question and the related discussion shows another argument 

about using the idea of rectangle to calculate area.  

 

 

Figure 4.36 A question about calculating wrappersô area 

 

Teacher: Letôs look at another question. Who wants to solve? Yes, Kerem. Explain 

your solution at the same time. 
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Kerem: Aaaa. Ok. Now. I calculated the area of each rectangle. I found front side. 

I found the area of this rectangle. It is 12 times two equals to 24. With the 

other side, it is 48. Area of this top base is two times one, it is 2. With the 

other side, it is 4. And right side is 12 times 1, it is 12, with the left, it is 24. 

I summed up all faces and it is 76.  

Teacher: Yes, thatôs good. Do you understand? Is there any other idea?  

Class: No.  

 

 

Figure 4.37 KMA on calculating area 

 

This debate was about the solution of the given question in Figure 4.36, 

Kerem explained his way by calculating the area of each rectangle on each face of 

the given shape. After he found the area of each face, he multiplied with two as 

many other students did. At the end, they summed up all of the results to reach total 

area. During the solution process or after it was completed, there was not any 

argument on the solution. This was because the classroom started to use the idea 

normally while working on calculating area of wrappers that produced for given 

candies.  

After working on this question, the classroom worked on eight questions 

about the area of wrappers for candies that the area constructed without unit cubes. 

For discussions of each questions students used the area of rectangle as a way for 

solutions in reaching to the answers. Thus, the classroom concluded that the area of 

rectangle was used for surface area of rectangular prisms and/or area of cubes. 

Furthermore, this idea became taken-as-shared by involving in classroom activities 

and discussions by expressing ideas in a mathematically acceptable way. This was 

a requirement of social and socio-mathematical norms of emergent perspective. 

These questions were prepared to make them to be ready for reaching a 
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generalization and producing a formula for the surface area of the prisms. Following 

step continued with producing the formula for prisms. More clearly, this time the 

students were calculating the surface area of shapes that were given to them. But 

they did not name it while calculating surface area of prisms. Now, it was time to 

express it in mathematical language.  

 

4.2.4 Idea 4: Producing the formula for surface area of prisms  

 

Following step of the instruction was working on producing a formula for 

surface area of prisms. The classroom was given fifteen minutes to think and work 

on the page which was constructed based on the thinking on formula of the surface 

area of the prisms. They worked in pairs and the teacher and the researcher visited 

them during this process. At the beginning of this section the teacher introduced the 

context to the students and explained what they were asked to do. This time, the 

classroom was good at finding the surface area of the given shape by using the area 

of rectangles of each side of the prism. But while working on finding a formula, it 

seemed challenging to them. They could not understand how to generalize this work 

into algebraic expressions. Following dialogue was from at the beginning of this 

part.  

 

Teacher: Here you will think about a formula for surface area of the prisms. For 

example, think about the area of a square. What do you say for the area of 

square?  

Class: a2 

Teacher: It is multiplication of two edges, isnôt it? Now, you will find something 

like that. What did we do to this time? What were the questions that you 

worked on? 

Tuna: Area. 

Ayĸe: Surface area 

Teacher: Surface area, yes. Here, you are expected to produce a formula, a 

generalization for the surface area of prisms. So, related to the example of 

square, what can you use for that kind of procedure? 
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é.. 

Teacher: By looking your works, I see a misunderstanding for the process.  

Researcher: We gave the square example before. Now, say the area of a circle. 

Beg¿m: It is “ὶ. 

Researcher: How do you name it? You use letter, donôt you? Here, you are expected 

to do same thing. You can use letters or symbols. This time, you proceeded 

with numbers and this time it wants you to express your procedure in letters 

or symbols. Look at the examples of three students. They are given to 

provide examples to you. You can get help from those examples. é 

 

This debate was about the introduction to the producing formula to the 

surface area of prisms. At the beginning, students could not understand what to do 

and how to reach a formula. The teacher and the researcher tried to explain the way 

for them by relating the context to their prior knowledge. The students had already 

known the formula of square or circle from previous years. The teacher and the 

researcher tried to make them understand what to do by mentioning about the 

formula of area of those shapes. More clearly, these were (formula of area of a 

square and area of a circle) all well-known formulas by the students. The aim of the 

teacher and the researcher was to remind students the way to express a formula for 

a given shape. More clearly, how to use algebraic expressions while producing a 

mathematical formula. By this way, most of the students were clearer about the 

content, what to do and tried their way.  

The students started to work on producing their formulas. During the 

process, the teacher and the researcher visited the pairs and helped them in their 

works. The teacher and the researcher tried to help students, how to express their 

ideas algebraically. Actually, they did many practices and solved many questions 

in the related context, but it was a new thing for students to produce a formula for 

a geometric structure. In traditional lessons, they usually get ready for formulas and 

apply them on the questions. The researcher and the teacher wanted them to think 

about those practices they did until that time. Especially, student formulas given on 

the activity sheet were helpful for students by providing examples for them.  

Additionally, there was a part below the question which was expected to provide a 
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clue for students. This part showed some studentsô work on producing a formula 

for surface area of prisms. But not all of them were true. After students worked on 

their formula, they were also expected to discuss on those solutions (Figure 4.38). 

In general, pairs could produce some ideas (right or wrong) and tried to write 

something about formula. After working on the page, the teacher started the whole 

class discussion on it. Looking at the studentsô works, there were ideas mostly 

produced related to previous numerical questions. Some of the students used 

numbers to write formula again, some of them used letter but in wrong ways. But 

in general, they seemed to get support from the formula of rectangles area while 

working on the page. 

 

 

Figure 4.38 The part that was expected to provide clue for students. 

 

Moreover, they seemed to be aware of finding the surface area which 

requires finding area of whole faces of the prism. Accordingly, they focused on 

finding a formula for each face of the prism and tried to generalize it. In the 

following visual, samples from studentsô work and discussion on it are shown.  

(This dialogue occurred between the teacher and Zeynep while they were working 

on producing formula and discussing with peers. They were sitting on their desks 

and the teacher wanted Zeynep to explain her solution) 

 

Zeynep: Teacher. I drew a square prism. I said these edges are a and a, and the 

area is ὥ. Then, I said for this rectangle face, this edge is b and the area of 

this rectangle face is ab. This edge is b and this one is a again. The area is 
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ab and 2ab in total. The same thing is for square top base and there the 

same at the bottom and 2a2 in total. I summed them up and multiplied with 

two since there are two for each of them.  

Teacher: You did it for square prism.  

Zeynep: Here I drew a rectangular prism and I named the edges as a, b and c. This 

faceôs area is ab. This area is bc. And here is a and here is c, so the area is 

ac. I summed them up and multiplied with two since there are two for each 

face.  

 

 

Figure 4.39 Zeynepôs work for finding surface area of prisms  

 

In this section, Zeynep explained her idea on how to produce formula for 

the area of a prism (Figure 4.39). She stated that she worked on square prism and 

on rectangular prism. She explained how she named the squared prism and how she 

found the area, and also the way how she worked for a rectangular prism. Her 

naming the solids and finding area of each face of them had made her to produce 

an accurate formula for prisms. After working process was completed, the teacher 

wanted students to explain their ideas on the board. First, Aydēn explained his way. 

In the following section, his solution and his explanation were given.  

 

Teacher: Yes, Aydēn explain your way.  

Aydēn: I named the edges as a, b and c. Then, I found area of each rectangle as we 

did before. One face is ba, and there are two, so it is 2ba. Other face is cb, 

there are two, so it is 2cb. And this face is ca with the back side, it is 2ca.  
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Teacher: Then you summed all up.  

Aydēn: Yes. I summed up them like this.  

 

Aydēn followed the way as he did while they were working on numerical 

questions (Figure 4.40). He used the same things in the same order. He calculated 

area of each face, then he multiplied with two, and at the end he summed all them 

up to produce his formula. After his explanation, Zeynep came to the board and 

explained her way. The Figure 4.41 and the discussion is about that part.  

 

 

 

Figure 4.40 Aydēnôs formula for surface area of prisms 

 

 

 

Figure 4.41 Zeynepôs formula for the surface area of prisms 

 

Teacher: Yes, Zeynep. We are listening to you.  

Zeynep: I named these edges as a, b, c. For example, since these faces are rectangle, 

if this edge is a, this one is also a. This one is b, and this one also b. This 
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one is c and this one also c. And others are also like this. If I found this area, 

this is ac. This is bc and this is ab. There are two faces and for those faces I 

multiplied the result with two. We were doing this last year in algebraic 

expressions. I used common multiplier parenthesis.  

Teacher: What is the difference between your formula and Aydēnôs formula? Or are 

there any differences? 

Zeynep: Aydēnôs formula shows more clearly that there are two for each face and 

summed all them up. Maybe mine is confusing for some friends. I first found 

each area and then I thought that there are two for each face. Then I 

multiplied each multiplication with two. There is no difference. Itôs the same 

thing.  

Teacher: Is there anyone who wants to add something? 

Beg¿m: Actually, there are cross signs between each letter. I think some of our 

friends did not remember that point.  

Teacher: Yes, this is an important point. Is there any problem with this point?  

Class: No.  

Teacher: Do you agree with these formulas? Is there any other comment? 

Class: No.  

 

Aydēnôs and Zeynepôs explanation about how to use area seemed to be 

accepted by classroom since there were not any challenges, any warrant, or any 

question about it. She used the rectangles area as conclusion here and there were no 

objection to her.  Most of the students tried to understand the solution (idea). For 

most of them, it was difficult to transfer the knowledge from numerical expressions 

to algebraic expressions. The discussion process was mathematically appropriate in 

terms of using mathematical language and offering acceptable solutions to the 

situations. Thus, it can be concluded that the idea became taken-as-shared. 

Actually, this was clear with later usages of students in their solutions.  
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Figure 4.42 KMA on producing the formula for surface area of prisms 

 

After completing and discussing on whole class study, the teacher 

reorganized the formula of surface area for prisms. Then, she started a whole class 

discussion for finding the surface area for different prisms such as square prism, 

triangular prism, pentagonal prism, hexagonal prisms etc., since they studied on 

cube and rectangular prism. The teacher wanted Zeynep to explain her work on 

square prism that she explained to the teacher while working in peers as in Figure 

4.39. She came to the board and did same thing as she did in her paper. She 

explained her way one more time for the classroom.  

 

Teacher: Yes, while you were working, Zeynep tried to work on a square prism and 

produced a formula for it. She will explain it to you. So, this may be a clue 

for you. Yes, Zeynep.  

Zeynep: I said these edges are a and a, and the area is ὥ. Then, I said for this 

rectangle face, this edge is b and the area of this rectangle face is ab. This 

edge is b and this one is a again. The area is ab and 2ab in total. The same 

thing is for square top base and there the same at the bottom and 2a2 in 

total. I summed them up and multiplied with two since there are two for 

each of them.  

Teacher: Yes, as you see, we did the same things. The only difference is on the 

base shape. It is a square here. So, instead of finding the area of a 

rectangle, we work on the area of a square. Now for example, what do you 

think about the area of a triangular prism? Yes, Tuĵ­e. 

 

After Zeynep explained her formula of square prism, they discussed on 

whether they should follow the same way for finding their surface area different 

CONCLUSION 

Zeynep: é There are two faces and for those faces I 

multiplied the result with two. We were doing this last year in 

algebraic expressions. I used common multiplier parenthesis.  
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from those cube and rectangular prism. The classroom was clear about what surface 

area was and they successfully produced ideas about the issue. For instance, they 

could think that finding surface area of a triangular prism requires that finding the 

area of triangle bases and area of rectangle side faces.  

 

Tuĵ­e: It is related to base shape. We find area of side faces and we find area of 

top and bottom bases. And we sum them up.  

Teacher: Very good. Yes.  

 

Thus, it was clear that the classroom understood the idea of what a surface 

area was and how to calculate it. Tuĵ­e offered a good explanation to the surface 

of a triangular prism. Now, the whole-class discussions were constructed on social 

and socio-mathematical norms. So, Tuĵ­eôs idea was a sign of conceptual 

understanding of what a surface area was and its calculation. The structure of this 

idea can be shown according to Krummheuerôs argumentation model as in the 

following.  

 

 

 

 

 

 

Figure 4.43 KMA on producing the formula for surface area of prisms 

 

After they completed to work on producing the formula for surface area of 

prisms, they continued to solve the following questions about surface area. The 

following question was chosen from the questions about exercises after talking on 

surface area of prisms.  

 

CONCLUSION 

Tuĵ­e: It is related to base shape. We find the 

area of side faces and we find area of top and 

bottom bases. And we sum them up.  
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Figure 4.44 The question that the students confused.  

 

The classroom started to work on those questions. These questions were a 

bit challenging from the previous ones. After they completed the process, the 

classroom started to talk about those. Especially, one of them was problematic for 

the students. During the discussion, students were clear about how to find the 

surface area, but the structure of the question confused them. Their usage of 

rectangles area stated that the idea became taken-as-shared, but the classroom 

needed to understand the construction of the shape which is shown in the Figure 

4.44.  

Some students tried to divide the shape vertically and some of them divided 

horizontally. But also, there were wrong solutions which meant that students were 

having visualization problems. Figure 4.45 shows a right approach but an 

incomplete solution. During the discussion about the question, the classroom used 

the idea of rectangleôs area as solution way.  

 



181 
 

 

Figure 4.45 One of the studentôs solution of the question 

 

Following section emerged during the solution process of the question. The 

shape was drawn on the board.    

 

Beyza: I found each rectangleôs area and summed up them at the end. I multiplied 

5 with 2, 10. 

Teacher: Write it on the board.  

Beyza: I multiplied 8 with 5, 40.   

Teacher: Yes. 

Beyza: 4 times 2, 8 

Teacher: Ok.  

Beyza: 2 times 7, 14. 

Teacher: Good.  

Beyza: Here, 4 times 7, 28. There are two for each face, so I summed up these 

numbers for each one. It is 200.  

Teacher: Yes. What do you think about Beyzaôs solution? Is it ok? Is there anything 

wrong?  

Class: No.  

 

Beyza divided the shape vertically and constructed her solution based on 

finding the area of each face. After that, she summed up each area for one time for 

another face, and at the end she summed up all numbers to find whole surface area. 

Here she used the idea of rectangleôs area as conclusion and there was no response, 
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any objection, or a warrant from the classroom. Thus, this dialogue can be evaluated 

according to Krummheuerôs argumentation model as in the following.  

 

Figure 4.46 KMA on producing the formula for surface area of prisms 

 

Her idea was good and appropriate, but there were missing parts. She forgot 

to consider left side of the shape. Thus, she did not add that side in the surface area 

calculation. Similar missing parts occurred in other studentsô solutions. They were 

clear about using the area of rectangles but there were missing parts in their 

procedures. The teacher and the researcher were aware of this situation, and also 

the teacher wanted them to notice this point by themselves. During the break time, 

the teacher and the researcher discussed about the studentsô visualization problems 

and their need for an illustration of the shape.  

The researcher prepared a GeoGebra file during the break time and they 

decided to show it to the students in the next lesson. Figure 4.47 shows the 

GeoGebra file. Also, the research team decided to add it to the HLT and also to 

instructional sequence. After evaluating the illustration on the GeoGebra file, 

students became clearer about whole faces of the shape. GeoGebra provided an 

illustration of each unit square and relatedly the area of each face. They could 

clearly observe back, front, right, left, bottom and top faces. Moreover, they had a 

chance to compare the results from the procedures and the real shape.  

In the following lesson, while talking on the illustration in Figure 4.47, 

following debate emerged in classroom environment. The issue was about the 

question in Figure 4.44 which students could not visualize the different views of 

the given shape. In the following debate, the researcher wanted to make them to 

handle that visualization problem by observing the GeoGebra file.  
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Figure 4.47 The GeoGebra file prepared to control the solution of the question.  

 

Researcher: It was confusing for you to work on those questions. Thus, I prepared 

this GeoGebra file. Now, letôs evaluate this shape and also follow it from 

your activity sheet. Here, this is the top base. Look from the top side.  Can 

you see? Length of this edge is five, this one is two. Base is 12 units. From 

here, height is four units. Now, think according to this illustration. We will 

look at each side and calculate each surface area accordingly. Now. Letôs 

look at top side (Figure 4.48).    

 

 

Figure 4.48 Top view of the illustration of the shape in Figure 4.45 

 

Researcher: What do you say about this illustration? What would you do, if you 

tried to find area of this shape? 

Kaan: We would only find the rectangles area. 12 times two, it is 24.  
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Researcher: Yes, this was the top view, think about the bottom view (the researcher 

shows the bottom view). What do you say?  

Tuĵ­e: It is the same. Same view. They seem like the same shapeôs top and bottom 

views.  

Researcher: Do you remember? At the beginning of this activity sheets, we were 

working on finding areas of different views of given shapes and some of 

you asked the reason for doing those practices. Do you understand the 

reason now? Thus, what do we do while finding the surface area of these 

kinds of shapes?  

Burcu: Do we follow the way as we do for normal prisms?  

Researcher: Normal prisms? 

Burcu: Like we do for example for a rectangular prism. Because we will see the 

same view from right side and left side, and also the same for front and back 

sides. We will calculate each area that we see, and we will multiply with 

two.  

 

The debate emerged after observing the illustration in Figure 4.47. 

GeoGebra file helped them to handle those visualization problems since it provided 

them to observe the same shape from different views at the same time. Thus, they 

realized the same view of two opposite sides (like right and left). By this way, they 

also noticed the relationship between calculating surface area of a rectangle prism 

and surface area of this kind of shape. Most of the students were aware of what to 

do and which way to follow on such a shape. Kaan stated that he saw a rectangle 

and to find the area of it, he would follow the same steps as they did before. Burcu 

and Tuĵ­e added that the opposite side of the same shape had same views. Thus, 

they stated they would calculate like they did for other shapes. 

After this process, this part was completed. While working on remaining 

questions, the students often used the surface area as conclusion and data without 

any warrant. Thus, according to Krummheuerôs argumentation model and emergent 

perspective the idea become taken-as-shared among classroom. Furthermore, those 

ideas that occurred during this part of instruction, supported emergence of the 

mathematical practice of surface area of prisms.  
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Figure 4.49 KMA on producing the formula for surface area of prisms 

 

4.3 Mathematical Practice 3: Finding Surface area of cylinder 

 

The third mathematical practice was about finding the surface area of 

cylinder. This practice emerged at the end of the third week and during the fourth 

week of the instruction. In this process, the classroom studied pages of the activity 

sheet that were based on the net of the cylinder, its basic features and elements and 

the surface area. The instruction was prepared according to construct a basis for 

studentsô understanding of surface area of cylinder. First exercises included 

drawing a wrapper for a cylinder-shaped candy. The aim was to make students get 

ready for the surface area. After this part, they worked and discussed on net of the 

cylinder and its parts. This step was important for students to understand the relation 

between the circle bases and rectangle side face of a cylinder. After working various 

examples and questions about this context, students continued to find area of the 

given cylinders separately. Then, they moved on to think about the surface area of 

a cylinder and to produce a formula for it. For all processes, students were given a 

time period to work and then they started to discuss on related issues to come up 

with a commonly shared idea which is taken-as-shared idea and relatedly a 

mathematical practice according to emergent perspective and argumentation model.   

For this section, the students worked both individually and in groups. 

During the instruction, the GeoGebra files supported the progression of their 

understanding. By observing net of a cylinder on the GeoGebra, they could easily 
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relate the circle base and rectangle side face. The detailed information is provided 

in the following parts.  

 

4.3.1 Idea 1: Structure of net of a cylinder 

 

In previous lessons, the classroom worked on surface area of prims and 

related questions. Now it was time to think about cylinder. The HLT and 

instructional sequence were prepared first based on basic elements and properties 

of it. The context was the same as with prisms. The factory concept continued in 

this part again. At the beginning of the first lesson of the cylinder, the teacher 

questioned classroom about daily life examples.  

 

Teacher: Ok. I want you to give examples for cylinders from the physical world 

around us.  

 Mete: Bottle. 

Zeynep: Pencil cases. At least, some of them.  

Beyza: Glasses 

Teacher: Yes, good.  

Arda: Jar 

Kaan: Bin 

 

This section was about the daily life examples of cylinder and it was 

illustrated that students had the idea of cylinderôs physical construction. The 

examples that were given by students were appropriate for cylinder. After this 

section, the students were given the first page of cylinder concept. It was about 

designing a wrapper for given cylinder-shaped candy box. Students were given 

approximately five minutes to work on the question. During the process, the 

researcher and the teacher visited the students and checked their drawings. In 

general, they were successfully completed drawing wrappers without any difficulty. 

Then samples from studentsô drawing were shown. After the students completed 

their work, they had a small classroom discussion on the context.  
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Figure 4.50 Samples of studentsô drawings for wrappers 

 

Teacher: Your drawings were good. So, what did you understand from this 

question? What is the main idea?  

Burcu: It is questioning us about which pieces a cylinder includes.  

Teacher: Yes. Any other ideas? Say, Kaan.  

Kaan: We can see that a cylinder constructed by circle and rectangle.  

Teacher: Yes, anyone else? 

Beg¿m: It is about the net of the cylinder.  

Teacher: Yes. You are both right. The question wants you to see the parts of a 

cylinder and its net.  

 

In this small section, the classroom got the main idea of this part of the 

instructional sequence. The students were clear about the drawing of a wrapper for 

a cylinder-shape candy box. Furthermore, they successfully completed the 

drawings without any error. This section provided data according to the 

Krummheuerôs argumentation model as illustrated following. 
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Figure 4.51 KMA on structure of net of a cylinder 

 

After this session, the teacher continued with the definition, properties, and 

elements of a cylinder. A GeoGebra file was opened by the researcher including an 

illustration of cylinder (Figure 4.52). The following section is from that part.  

 

Teacher: Yes, we have a cylinder shape on the GeoGebra file. We will talk about 

the properties and elements of a cylinder. This is the height of the cylinder. 

These are called as bases. Top base and bottom base.  

Berna: Do we call the top one as a base again? Why? Isnôt it a ceiling? 

Teacher: In geometry, these kinds of solids such as prisms or a cylinder have top 

and bottom bases, not a base and a ceiling. Ok? 

Berna: Yes.  

Teacher: Yes, here are top and bottom bases. What are the shapes in the top and 

bottom bases? 

Classroom: Circle 

Teacher: So, what are the important parts of a circle? 

Classroom: Radius. 

Teacher: Yes, or diameter. So, here is the radius. And the same one is at the top 

base. Yes, now, write the definition of the cylinderé. 
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Figure 4.52 An illustration of cylinder from GeoGebra  

 

The section showed that students had a prior knowledge about the cylinder, 

since they had some idea about their elements and properties. Some students 

confused naming top and bottom bases of the cylinder. Berna asked the reason for 

not calling the top base as ceiling. Most of the students were calling the top base of 

a prism and cylinder as ceiling. This could be related to their previous knowledge 

and/or developing some misconceptions about some terminology of geometric 

concepts. But teacher handled it by explaining. After they talked about the 

properties and elements of cylinder, the teacher told the definition of cylinder and 

students wrote it on their notebooks. This debate did not include any argumentation 

element of Krummheuer, but it was critical for the next step of the process which 

was based on understanding net of a cylinder. Because, understanding height of a 

cylinder means to understand an edge of the rectangle which constructs cylinderôs 

side face. Moreover, understanding radius of circle base means to understand its 

circumference and relatedly another edge of the rectangle at the side face.  

Later on, first page of the activity sheet of this part was given to students. 

The context was candy wrapping and the students were expected to draw a wrapper 

for a candy that was given in cylinder shape. The students worked individually and 

in peers, and they successfully completed this process. There wasnôt anyone that 

have problem with drawing wrapper for the given cylinder candy. Moreover, they 

stressed that the question wanted them to draw net of cylinder. During the process, 

the teacher and the researcher visited the students and controlled their works. After 
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the session, their drawings were controlled on the GeoGebra file. In the following 

visual, the GeoGebra file and related discussion is given.  

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 4.53 Net of the cylinder from GeoGebra  

 

Teacher: In general, your drawings were right. So, what do you see as the basic 

elements of net of a cylinder? 

Deniz: It has two circle bases and one face.  

Selma: The face is rectangle.  

Teacher: Yes, as we mentioned before, it has two bases and a side face. Does the 

side face have to be a rectangle? Can it be any other shape? 

Tuĵ­e: Yes.  

Hasan: No, while you were rolling the cylinder on the smartboard, I saw a square 

also.  

Tuĵ­e: Likewise. I meant that it should be a quadrilateral.  

Teacher: Why? 

Tuĵ­e: When we roll it, the corner points should come together for bases. It is only 

possible with a quadrilateral shape.  
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Researcher: Very good point. Is there anyone who wants to talk about or add 

something to Tuĵ­eôs idea? Or, Tuĵ­e can you explain your idea clearly? 

Why do you think like this?  

Tuĵ­e: Hmmm. Aaaa. Can I explain it on GeoGebra? 

Teacher: Of course.  

Tuĵ­e: (By showing net of the cylinder) If we want to wrap something around these 

circles, we need two points that come together. Two points for top base and 

two points for bottom base and four points in total.  

Teacher: Yes, and what do four points mean? 

Tuĵ­e: If we combine four points, we get a quadrilateral.  

Teacher: Thatôs right. Good, Tuĵ­e. Is there any missing point? Is there anyone 

who does not understand? 

Class: é. (Silence) 

 

In this debate, the classroom was talking about net of cylinder after seeing 

the illustration of it on the GeoGebra file. First, the students completed their works 

and then the researcher opened the GeoGebra illustration on the smartboard. As it 

is cleared from the dialogue, most of the students were able to draw correctly. This 

may be related to their prior knowledge from earlier grades.  

Observation of GeoGebra illustration on the smartboard provided a source 

for students to check their drawings in a meaningful way, since they could see the 

reason on the screen. The dynamic nature of the GeoGebra allowed students to 

follow the change from closed form and its net. Also, Tuĵ­e caught a very good 

and critical point for net of the cylinder. She explained the reason for side faceôs 

being a quadrilateral. She stated that a cylinder shape was constructed by two circle 

bases and if someone wanted to wrap those circles, he/she needed to combine two 

points. She stated that there were two circle bases and two points to wrap the top 

base, two points to wrap the bottom base, so it was four points in total. She stated 

that it was called as quadrilateral, formed by four joint points with the line 

segments. Thus, this was a taken-as-shared idea which emerged while the 

classroom was working on structure of net of a prism. Afterwards, the idea was 

normally used in questions and discussions which was an indicator of taken-as-
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shared idea. The examples were provided about this idea in the following sections. 

This explanation constituted an introduction for the following steps. In advancing 

lessons and in exercises, students worked on that concepts and discussed on it. This 

section was a good example of using social and socio-mathematical norms in 

whole-class discussion. Thus, according to Krummheuerôs argumentation model 

and emergent perspective, this debate can be summarized as in the following 

section.  

 

 

Figure 4.54 KMA about side face of a cylinder which should be quadrilateral.  

 

Afterwards, the teacher questioned the classroom about height of cylinder. 

She tried to make them aware of how the height of a cylinder change related to the 

lengths of side face edges and also related to the circumference of circle top and 

bottom bases. The discussion about the following section is given below.  

 

Teacher: Now, I want you to think about height of the cylinder. Our GeoGebra file 

will help you. Look at that opened form of the cylinder. Where is the height 

of the cylinder? Actually, which length indicates the height of cylinder? 

Yes, B¿ĸra. 

B¿ĸra: Looking at the shape, we see that this edge is the height of the cylinder.  

Teacher: What is that edge?  

B¿ĸra: It is the short edge of the rectangle. Actually, it is the height of the cylinder.   

Researcher: Do the short edge need to be the height of the cylinder? Is it always 

okay? What do you think? 
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Zeynep: If we have a long cylinder, height will be the long edge. It depends on the 

given lengths and circle bases. We cannot conclude that the short edge is 

height of the cylinder.  

Teacher: Yes, good. Did everybody understand? Are there any problems?   

Class: No.  

 

In this section, the classroom evaluated relation between closed and opened 

form of a cylinder by support of GeoGebra file. Moreover, they evaluated how one 

element of it placed in opened form, or vice versa. Students could easily understand 

the change of height as one edge of rectangle that is side face of cylinder. The use 

of GeoGebra in this process allowed students to observe the transition of the 

cylinder from opened to closed form. In this way, students had a chance to 

understand easily in which position an element of the cylinder placed in both cases. 

When B¿ĸra explained change in the height of cylinder as one edge of rectangle in 

side face, the classroom did not react to that explanation positively or negatively.  

This was another idea that height of the cylinder is depends on the lengths of the 

side face. Thus, according to emergent perspective, it became taken-as-shared and 

when analyzed according to Krummheuerôs argumentation model, it can be 

summarized as in Figure 4.55.  

This part of the study was completed with this activity, but it was not the 

end, since the context had an interrelation with itself. For instance, the students 

often used the basic elements of a cylinder and ideas emerged during they were 

working on its net, its construction and also surface area. The usage of the ideas in 

the following lessons were indicator of that they became taken-as-shared. Thus, in 

following sections these relations will be mentioned accordingly.  
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Figure 4.55 KMA on height of the cylinder depends on the lengths of the side face. 

 

4.3.2 Idea 2: Relation between the circumference of the circle base and edge 

of its side face 

 

This idea occurred after the classroom completed working and discussing 

the definition, basic elements, and structure of its net. The first part of this section 

was about thinking and talking about features and elements of the cylinder. At the 

beginning, the teacher asked the students about their prior knowledge about 

cylinder and about its daily life examples. Later on, the classroom discussed and 

learned the basic knowledge about this solid, then evaluated those elements both on 

closed form and opened form. The classroom discussions indicated that students 

had some prior knowledge thinking their examples from daily life and also from 

their reactions to the whole class discussions.  

After completing this process, the classroom continued with questions about 

combining parts of net of given a cylinder. During the process, the students mainly 

worked on questions about net of cylinder. The context was based on producing 

candy boxes. This type of questions constituted the big part of this section; which 

was related to their importance for understanding surface area of cylinder. These 

were also important with their relation to the previous mathematical idea which was 

about the structure of net of the cylinder. For the construction of second 

mathematical idea of this section, first part constructed a basis for studentsô 

understanding. During the process, students often used the elements of a cylinder 
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in their solutions or in their discussions, since it was inevitable to use these parts in 

the solution of questions.  

The first question (Figure 4.56) of this process planned as whole class 

discussion to make students clear for the way to follow. This would make easier for 

them to understand the main aim of the questions. As it was mentioned above, the 

content was about understanding the relation between the circumference of the 

circle base of a cylinder and edge of its side face which is generally a rectangle. To 

construct this idea, the teacher started the whole class discussion and it continued 

approximately for ten minutes. They first talked about the content, the given data, 

the relation between given parts and the possible ways to follow. The question they 

worked on and a section from this whole classroom discussion is given in the 

following dialogue.  

 

Teacher: Yes, you read the question. What did you understand? Who wants to 

explain it? Yes, Ķpek. 

Ķpek: It asks how we can construct a cylinder by using given shapes.  

Teacher: Good. Another idea? Yes, Tuĵ­e. 

Tuĵ­e: Actually, it is about the parts of a cylinder. We should find which rectangle 

is appropriate for the given circles.  

Teacher: Yes. Very good. You should find the appropriate rectangle for those 

circles. So, which way will you follow? Arda. 

Arda. The area of the rectangle should be equal to the given circleôs area. 

Teacher: Arda says that the area of this rectangle should be equal to the area of 

circle base. What do you say? Is it right?  

A few students: No 

Beyza: The area is about whole shape. There is no relevance.  

Researcher: Letôs look at our GeoGebra file again. Look at the rectangle and the 

circle together. What is the relation between those two? Can you see Arda? 

Arda: Yes, the side face is surrounding the circle. 

Teacher: So, what can we say about that relation?  

Kaan: Both two lengths should be equal. Circumference of one circle base should 

be equal to the length of the side face.  
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Teacher: Yes, we can conclude that both the circumference of the circle base and 

the length of the rectangleôs edge should be equal to be able to combine 

them together.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 4.56 The first question of net of cylinder concept 

 

In this debate, the issue of discussion was the first question that constructed 

on understanding its basic parts. Students thought on understanding those basic 

parts and the way to combine them. The idea which students were expected to catch 

was that the circumference of the circle base of a cylinder equals to the length of 

the one edge of the side face which is generally a rectangle. If they got the idea, 

they could solve the following questions easily without any challenge.  

The teacher wanted to learn whether the students understand the main idea 

of question. Ķpek replied the teacher by stating it was about construction of a 

cylinder. It was a good idea since they were expected to combine those decomposed 

parts by finding appropriate shape for given circles. Actually, those given parts 

 

Aĸaĵēdaki dikdºrtgen par­alarēn hangileri 

alt ve ¿st daire par­alarē ile birleĸtiĵinde 

bir ĸeker kutusu oluĸturabilir? (Diĵer 

sayfa da dahil).  

Ek bilgi: Neye ihtiyacēmēz var? 

   «{¢ ALT 
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were net of the cylinder in real and according to their reaction, students were easily 

understood this issue.  

The teacher continued with getting ideas of students. Ardaôs idea was that 

the area of circle base should be equal to the area of rectangle side face. The 

classroom showed a negative reaction towards his idea by stating that the idea was 

wrong. Beyza gave reaction to this explanation by stating that area of a shape was 

about its covered part. To help students to understand, the researcher opened the 

GeoGebra file that was illustrated in Figure 4.51 and Figure 4.52. By evaluating its 

motion between its net and closed form, most of the students handled the problem 

with this issue, including Arda. To show the main idea and reorganize it in 

appropriate words, the teacher directed the way of discussion by saying the last 

sentence. After all, the students started to solve the question.   

 

 

Figure 4.57 Zeynepôs solution 

 

According to argumentation model the section is evaluated as following. In 

this debate, there was not a warrant produced by students to support the conclusion 

of the Kaan. He constructed her claim on Ardaôs data by stressing that the side face 

was surrounding the circle base. Moreover, the students often used in their 

discussion the elements of the cylinder such as its bases and its height which is also 

one edge of side face. This is an indicator of they produced the mathematical idea 
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about relation between the circumference of the circle base and edge of its side face, 

by constructing on the mathematical idea about structure of net of a cylinder.  

 

 

Figure 4.58 KMA about the relation between the circumference of the circle base 

and edge of its side face 

 

After students worked on the question, the teacher started classroom 

discussion about solutions of each question.  

Teacher: Letôs start with talking about question A. Who wants to solve it? Come 

here Beyza. You will solve the question A. And Zeynep come here. You 

will solve the question B. Divide the board from the half.  

Zeynep: I wrote that the circumference of the circle is ς“ὶ. We get “ number 3,14. 

When we multiply the result is 6,28, and it is more than 6. Thus, the 

rectangle in B is not fits with the circle.  

Teacher: Did you understand Zeynepôs solution? Are there any problems? What did 

you do Beyza? Explain your solution. 

Beyza: As Zeynep said, circumference of the circle should fit with one edge of the 

given rectangle. So, I said that circumference of the circle should be equal 

to the 6. The formula is ς“ὶ. “ number is 3,14 and r is 3, when I multiply 

them it makes 18,84. This fits with A.  

Teacher: Thank you. Your friends explained very good. Are there any problems?  

Class: No.  

 

This section was about studentsô solutions for the question in Figure 4.55. 

This part included the solutions about for only shapes in A and B. Also, Zeynepôs 

solutions for the whole question were given in Figure 4.57 above. They explained 

their solution in order. Zeynep stated that she had found the circumference of the 
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circle pieces to compare with length of the rectangleôs edges. First, she calculated 

the circumference of the circle by using the formula ς“ὶ. She found the result 6,28 

which was longer than 6. Thus, she stated that those two lengths did not fit with 

together. Then, Beyza explained her way for the shape in A. Beyza also mentioned 

about the necessity of equality for the circumference of the circle base and one edge 

of rectangle. She followed the same way to compare those two lengths. In this 

debate, Zeynep and Beyzaôs explanations for the solution of the question supported 

each other according to Krummheuerôs argumentation model. Moreover, their 

discussion was an example of construction of social and socio-mathematical norms 

in terms of involving whole class discussions by using appropriate and acceptable 

mathematical terminology. Thus, the structure of argumentation can be shown as in 

the following.  

 

 

Figure 4.59 KMA the relation between the circumference of the circle base and 

edge of its side face 

 

In another question, the concept was similar to the previous one. The 

students were again asked to find the appropriate circle base for given rectangle.  

 

Researcher: You will get ˊ value as 3.  

Teacher: Yes, letôs start to talk about your solutions. Yes, Beg¿m. 

Beg¿m: As we talked before, the circumference of the circle should be equal to the 

one edge of the rectangle. First, I found circumference of each circle. For 

this circle (by showing the first one), r = 2.5 and the formula of 

circumference is 2ˊr. So, it is 2 times 2.5, it is 5. And the ˊ number is 3, 5 
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times 3 is 15. For this circle (by showing second circle), the circumference 

is 45 and for the last circle the circumference is 60. When I look at the given 

rectangle, the appropriate one is the first one. Because its circumference is 

15-units and the one edge of the rectangle is 15- units.  

Teacher: Yes, thatôs right. Your friend explained very well. Is there anyone did not 

understand the solution? Or are there any different ways to reach result?  

A few students: Same.  

 

 

Figure 4.60 Question about the relation between circumference of circle bases and 

the side face 

 

In this debate, the classroom was working on the second question. It was 

again prepared on the same concept. They tried to find the appropriate circle base 

for the rectangle to construct a cylinder. Beg¿m explained her way; by using the 

formula of circumference of a circle and by comparing the results with length of 

one edge of the given rectangle. While explaining her solution, Beg¿m used the 

idea as conclusion without any challenging idea or any warrant. Thus, her discourse 

can be analyzed as following. 
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Figure 4.61 KMA about the relation between the circumference of the circle base 

and edge of its side face 

 

After this time, students got the idea of circumference of the circle base 

should be equal to the one edge of side face in a cylinder by working and reasoning 

on questions about net of the cylinder. In advancing hours and in following 

questions, students often used this data for their solutions. It was not only in this 

same context, but also by working on surface area of cylinder. The classroom did 

not question or challenge the idea anymore. Thus, according to emergent 

perspective and Krummheuerôs argumentation model, the mathematical idea about 

the relation between circumference of the circle base and the length one edge of 

side face, became taken-as-shared among classroom.  

 

4.3.3 Idea 3: Cylinderôs surface area constructed by area of side face and 

area of circle bases 

 

In this section of the instructional sequence, the students produced three 

mathematical ideas to reach a mathematical practice. In the previous part, students 

worked on net of the cylinder and the way to construct it. They mainly focused on 

understanding equality of circumference of circle bases and rectangle side face. 

This was the critical point and main idea of the previous part.  

While working and deliberating on area of rectangle and area of circle, 

students developed this idea to produce the mathematical practice of surface area 

of cylinder. For this part, the classroom mainly worked on finding area of circle 

bases and rectangle side face of cylinder. In this process, they reasoned both on net 

of the cylinder and on closed form of it. As a final point, they tried to produce a 

formula for surface area of cylinder. This section of the instructional sequence 

continued through fourth week of the study. In the initial questions, the closed form 
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of the cylinder was given with height and radius information. By using that data, 

students tried to find the area of circle and rectangle, radius, or edge length. In this 

section questions were prepared based on the previous section which was about 

understanding the relation between circle bases and the side face. The questions had 

some given data on closed form and were asking about their nets and vice versa. 

They were given approximately ten minutes to work and then they started to talk 

about solutions. The following question and the part is from that section.  

 

 

Figure 4.62 Denizôs solution to the question 

 

Teacher: Deniz will come for the first one.  

Researcher: Please explain your reasons while solving the question.  

Deniz: We find the area of circle by using “ὶ. “ number is 3.  And radius is 0,5. 

Then, r2 is 0,25. Thus, when multiply them all, it is 0,75.  

Teacher: And that area? 

Deniz: And to find area of rectangle, we need the short and long edge. The area is 

found from their multiplication.  

Researcher: So, what did you do? 
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Deniz: As we talked previous lessons, we find the long edge by using circumference 

of circle base.  Thus, it will be find by 2“r. It is 3. Hight of the cylinder is 

short edge of this rectangle. Thus, 3 times 2 is 6.  

Teacher: Is there any comment on Denizôs way? 

Kerem: As we did in previous lessons, we have two circle bases and one 

quadrilateral side face. If we think like wrapping as candies, we need to find 

area of wrappers. Actually, we will find area of circleôs and area of side face.  

Teacher: Kerem supported Denizôs claim. Do you agree with them?  

Class: Yes.   

 

In this debate, the teacher chose a student to solve and explain the first 

question of this section. At first step, Deniz found the area of circle. And then, he 

stated that to find the area of a rectangle, he needed to find the short and long edges 

of it. Thus, by using the previous mathematical idea which was about the relation 

between circumference of circle base and length of the side edge, he calculated the 

long edge of the rectangle by circumference of the circle base. And he stressed that 

the short edge of the rectangle was the height of the cylinder. So, here he used the 

mathematical idea about the structure of net of a cylinder. Since one idea emerged 

based on a previous one, Denizôs argument provided a basis for following ideas. 

Furthermore, Kerem supported his claim by stating that a cylinder is constructed by 

two circles and one quadrilateral side face. Additionally, he used one of the previous 

idea as side face of a cylinder should be a quadrilateral shape. This usage was 

important to show that it was also used after the idea emerged. There were two more 

questions about the same concept. While working on those questions students used 

similar ways as explained above. They found area of circle bases and rectangle side 

face of cylinders given in opened forms (by working on their nets). The aim of these 

questions was to prepare (actually, they were calculating the surface area, but they 

did not name it at that time yet) students for the surface area of cylinder. Thus, they 

could evaluate the main idea of calculation of surface area of cylinder by deducing 

from its net. Also, in this process, the usage of previous ideas was important to get 

a conceptual understanding of what a surface area is and how to calculate it. After 
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completing the problem-solving process, classroom continued to the discussion as 

in the following.  

 

Researcher: Why did we do those things? Why did we calculate those parts of 

cylinder? Where do you use it?  

Yaĵmur: They are basic elements of cylinder.  

Hasan: Is it surface area?  

Teacher: How it will be? Tell me.  

Hasan: We calculate two circlesô areas and one rectangle area and add them.  

Teacher: Did you hear your friend? He says it is surface area. Other ideas? These 

are pieces of cylinder, arenôt they?  

Class: Yes.  

Teacher: What do you actually find by finding these areas? 

Kaan: Surface area of cylinder.  

Beyza: Wrapping a cylinder. 

Researcher: Actually, to wrap something means its surface area. Why do we 

continue step by step?  

Metin: Volume.  

Researcher: Metin says it is volume. What do you say? 

Beg¿m: Volume is about filling something. This is about surface area.   

Teacher: Metin. What do you say? Why did you think like that? 

Metin: I donôt know. I thought it should be volume.  

Researcher: Wait. Please. Can you give us an example for volume? Not only you. 

Any of you can give an example. It can be a daily life example about 

volume. You know this issue. Yes. Ok.  

Yaĵmur: For example, volume of this bottle of water (by showing her water bottle). 

Teacher: Yes, are you okay now, Metin? 

 Metin: I see. Thatôs ok.  

Researcher: Letôs look at it again. You found these areas. Circleôs area and 

rectangleôs area. When you know those, what do you actually know?  

Akēn: Surface area.  
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The teacher directed the discussion to make them to relate those areas to the 

surface area. Yaĵmur reminded that those were the basic parts of a cylinder and 

Hasan added that by finding those two circle areas and one rectangle area, they 

calculated the surface area of cylinder. Kaan stated they worked on surface area and 

Beyza supported by stating it is wrapping it. Metin expressed his idea by adding it 

was about volume of cylinder. Actually, this was an unexpected situation or claim 

about surface area. Because, the classroom worked about surface area about prisms 

and there was not any claim occurred in this way. After Metinôs claim, Beg¿m 

corrected him by saying volume was about filling a shape, it is not about wrapping. 

The researcher wanted him to correct his wrong idea and made him to see his fault 

himself. Thus, the researcher directed the discussion in that way and wanted to think 

them about the daily life examples of volume. After Yaĵmurôs example, Metin 

corrected himself. After teacherôs explanation, as a last conclusion, Akēn expressed 

his idea as it was a calculation of surface area. During this section, a new idea 

emerged and became taken-as-shared later about volume is about filling something 

and surface area is about wrapping a shape. This idea was important for 

understanding the meaning of surface area and relatedly for the calculation of it. In 

their discussion, students supported each other in context of surface area of 

cylinder. According to emergent perspective and Krummheuerôs argumentation 

model this dialogue can be summarized as following.  

 

 

Figure 4. 63 KMA about surface area and volume 

 



206 
 

For the following part, students worked on closed form of cylinder (An 

example was provided in Figure 4.64). They were expected to design wrappers for 

cylinder-shaped candies given in closed forms. They were asked to calculate the 

surface area of each cylinder. In previous questions, they worked and reasoned on 

net of cylinder and for this part, they were expected to use that information in closed 

form. The process started with studentsô working on these questions individually. 

After they completed their works, the teacher started a class discussion on the 

context.  

 

Teacher: Who will come for first question? Come here, Buse. Explain us your 

solution? What did you do? Yes, listen to your friend! 

Buse: Teacher. I did this operation to find the long edge of rectangle. I used 2“r 

since it gives long edge, and it is 2 times 3, 6 and 6 times 5, 30. Height is 

short edge. By multiplying 30 and 7, it is 210.  

Teacher: Please draw the rectangle and show the place of each number. 

Buse: Here, it is 30. Height is 7, so to find area of rectangle, I multiplied two of 

them. It is 210. With using ὶ , I found circle.  

Teacher: Draw the circle. Yes, we have two circles.  

Buse: “ônumber is 3. ὶ is 25 and it is 75. There are two circles at the top and at the 

bottom. It is 150. Then, whole surface area is 360.  

 

 

Figure 4.64 The question that Buse solved and her solution 

 

In this debate, Buse explained how she solved the question given in Figure 

4.62. She drew the net of the cylinder on the board. First, she calculated the area of 
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the rectangle. By using circumference of the circle, she found the long edge of the 

rectangle. And then she stated that height of cylinder was short edge of rectangle. 

Thus, to find area of rectangle she multiplied those two lengths. For the following 

step, she calculated area of circle bases and at the end she summed all areas to find 

surface area of cylinder. In her discourse, she used mathematical idea which was 

about the structure of net of a cylinder, she used the idea that circumference of circle 

bases of a cylinder equals to the length of the side face. Additionally, she used the 

idea about the length of the height of the cylinder depends of one edge of side face. 

After she completed her explanation, there was no disagreement with her or any 

idea needed to be explained. Thus, she used her expressions as conclusion 

according to Krummheuerôs argumentation model.   

 

 

Figure 4.65 KMA on the discussion on cylinderôs surface area  

 

The instruction continued with two more similar questions. In general, the 

students used same ways while solving questions, and the whole class discussions 

focused on area of circle and rectangle. After this process was completed, it was 

time for working on formula of surface area of cylinder. The researcher gave the 

related page (Figure 4.66) to the students to think and try to produce a formula for 

surface area of cylinder. They were given approximately ten minutes for reason on 

context. After they completed their work, the teacher started whole class discussion. 

The following section is chosen from that part.  
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Figure 4.66 The page of activity sheet about producing surface area 

  

Teacher: Yes, who wants to express his/her idea?  

Aydēn: I have an idea.  

Teacher: You have an idea. Ok, Aydēn. Come here, please. Tell us.  

Researcher: Draw the shape and explain on it. Place the lengths on the shape.  

Aydēn: This length is ς“Ò. This is h. And this area is ς“Ò.h. Area of one circle is 

“ὶ and there are two, so it is 2 “ὶ. And surface area is this.  

 

 

Figure 4.67 Aydēnôs formula for surface area of cylinder 

 

In this debate, Aydēn drew a rectangle and two circles to explain the way he 

thought about the formula of cylinder. He placed the algebraic expressions of each 

length on them. And then he organized his formula that he produced according to 

those lengths and according to problems they solved previously. During this 
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discussion, Aydēn used the previous mathematical ideas as data to explain equality 

of circumference of one circle base and long edge of rectangle, and also equality of 

height of cylinder and rectangleôs short edge. Also, he stated that he produced his 

formula by reasoning on area of circle and area of rectangle. His discourse can be 

summarized according to Krummheuerôs argumentation model as following.  

 

 

Figure 4.68 KMA on area of circle and area of rectangle 

 

But, there was an objection to Hasan to his explanation. The dialogue 

continued as in the following.  

 

Hasan: Can I ask something? 

Teacher: Yes.  

Hasan: Teacher. He wrote 2 before “ number. Doesnôt he find area wrong by this 

way? 

Teacher: Why do you think like this?  

Hasan: He multiplied “ number with 2. He multiplied 2“ and ὶ . 

Teacher: Is it wrong?  

Hasan: Yes, teacher. Can we put “ number in front of parenthesis?   

Teacher: Now, I couldnôt understand. What do want to say?  

Hasan: I put “ in front of parenthesis and summed up ὶand ὶ in the parenthesis. 

Researcher: Come here Hasan. Show us your idea. Yes. Hasan also will tell us about 

his way.  

 

According to Hasan, Aydēnôs multiplication of “ and 2 was a meaningless 

operation. He could not understand the reason of Aydēnôs multiplication of 

ς“ ×ÉÔÈ ὶ. Moreover, he offered to find summation of ὶ and ὶ, and to place 

them in parenthesis. After, he multiplied that expression by “ number. In the 
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following figure, at the top, it is Aydēnôs formula and at the bottom Hasanôs formula 

is shown.  

 

 

Figure 4.69 Aydēnôs and Hasanôs formula together 

 

After two ideas were written on the board, the classroom discussed on those 

two ways. The classroom was in a consensus about the place of algebraic 

expressions of each length. The problem was about expressing their way for 

formula. To handle this confusion, the teacher and the researcher directed the way 

of discussion to the formulas. They started to discuss about which one was true as 

surface area formula.  

 

Zeynep: Can I say something? Aydēnôs operation is 2“Ò  times h. It is area of 

rectangle, isnôt it?  

Teacher: Aydēn. Is it area of rectangle?  

Aydēn: Yes. I deliberated according to our previous questions. We said that the 

circumference of circle equals to the long edge of rectangle. And cylinderôs 

height equals to short edge of rectangle. We find the area of rectangle by 

multiplying short and long edge. Thus, I thought like this. 

 Zeynep: Then, he should be right. Because, we need to sum up whole areas to reach 

surface area of cylinder.  

 

This debate was about Aydēnôs formula that he produces for surface area of 

cylinder. Zeynep asked whether he tried to find out each area and sum up hem at 
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the end. After Aydēnôs explanation, she supported his formula accordingly. This 

was the idea about producing formula by writing formula of area for circle bases 

and area of side face separately.  

 

 

Figure 4.70 KMA on area of circle and area of rectangle.  

 

After a few minutes more whole class discussion, Burcu offered to use 

distributive property over addition and stated that by this way they would have had 

two “ὶ, and by summing them up they had 2 “ὶ.  

Burcu: Actually, if we use distributive property over addition in Hasanôs formula, 

we have “ὶ “ὶ.  So, multiplying it by 2 is the same thing as summing 

two of them. They're the same thing. 

Hasan: I tried to express, but I did not write like that. But I was thinking like Burcu. 

Here, I wanted to express that there were two circle bases and there should 

be two areas for those bases. Therefore, I wrote r2+r2 in the parenthesis.  

Teacher: Exactly, this is the relation. Those formulas state the same things, they are 

the same algebraic expressions. Only, you needed to see the distributive 

property over addition in the second formula. Now, is it okay?  

Class: Yes.  
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Figure 4.71 Burcuôs reorganization to the Hasanôs formula 

 

After Burcuôs explanation to the Hasanôs formula, the classroom came to a 

consensus about both Aydēnôs and Hasanôs formula was stating the same thing, 

actually, they were the same. Thus, the teacher recovered whole process and stated 

again formula of surface area of cylinder. Accordingly, this idea can be shown in 

terms of Krummheuerôs argumentation model as following.  

 

 

Figure 4. 72 Discuusion on distributive property over addition 
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There were no challenging ideas, any missing point or any objection to the 

produced idea.  Thus, the idea became taken-as-shared among classroom according 

to emergent perspective. The samples chosen from students work also showed that 

most of the students produced formula in similar ways which also illustrated that 

the idea became taken-as-shared. In advancing hours of instruction, students used 

the mathematical practices that emerged from the beginning of the instruction 

together while working on some questions. For example, at the end of the surface 

area part, there were questions forcing students to reason on both surface area of 

prisms and surface area of cylinder. In those questions, studentsô discourse included 

those mathematical practices together including the ideas that constructed those 

mathematical practices.  

Figure 4.73 Studentsô work about formula of cylinderôs surface area 

 

The following part was chosen from that section. First, the related question 

was illustrated below. The question was about wrapping cost about a cube and a 

cylinder-shaped candy box. Students worked on the question for five minutes and 

then the classroom discussed it.  

 

Teacher: Letôs look at the question. It asks the cheapest wrapping cost. Who wants 

to talk about it? Yes, Yal­ēn. Come here. Explain your solution.  
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Yal­ēn: First, I found the surface area of cube. Cube is also a prism. As we talked 

before, we found the surface area by multiplying area of each face with two.  

Here, we can find it by finding area of one face. Each face of a cube is equal 

squares. Thus, I found area of one face by multiplying 3 with 3, it is 9. And 

there are 6 faces 9 times 6, it is 54.  

 

 

Figure 4.74 The question about surface area of cube and cylinder  

 

This debate illustrated the usage of mathematical idea that cube is a prism 

and mathematical idea about transition from counting unit squares to calculating 

area. While talking on the question given in Figure 4.73, Yal­ēn explained his way 

of solving it. First, he stated that he could use the surface area of prisms, since cube 

was also a prism. He justified his solution by using the idea of cube was also a prism 

during the beginning parts of the instructional sequence. Yal­ēn used that idea as 

data for another step. In another step, he started to solve the question and he used 

the idea of calculating area of prisms by finding area of each face, summing them 

up and multiplying the result with two. In this way, he stated that, surface area of a 

prism can be found by 2(ab+bc+ac). Moreover, he stressed that cube has equal faces 

and it can be calculated by multiplying area of one face with 6. Thus, his discourse 

can be illustrated according to emergent perspective and Krummheuerôs 

argumentation model as following.  
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Figure 4.75 KMA on use of mathematical practice about surface area of prisms.  

 

The discussion continued as following. 

 

Teacher: Then, and what about the second one? Cylinder-shaped candy.   

Yal­ēn: I found area of bottom base 2,25.  

Teacher: How did you do it? 

Yal­ēn: I used the area of circle. It is “ὶ. Then, r=1,5 and square of it is 2,25. 3 

times 2,25 is 6,75. There are two bases. Thus, 13,50 is total area of bases.  

Teacher: Yes, bottom and top bases. Then?  

Yal­ēn: There is a side face. It is a rectangle. I found the area of rectangle. Long 

edge of rectangle equals to circumference of circle. I used ς“Ò. It is 9. And 

by multiplying 9 with height, I found 27.  

Teacher: Yes, there also a height. 9 times 3 is 27. Yes. What did you do later?  

Yal­ēn: I summed up 13,5 and 27, it is 40,5.  

Teacher: Yes, surface area of cylinder candy is 40,5. When we compare the two-

surface areas, which one do you think cost less? 

Yal­ēn: Cylinder costs less. 

 

In this section of debate, Yal­ēn explained his way of finding the surface 

area of cylinder candy. He mentioned that he used the area of circle and area of 

rectangle to find the whole surface area. Thus, he used the third mathematical 

practice in his solution without any doubt. He used those practices as data for 
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support for his solution. His discourse can be summarized according to emergent 

perspective and Krummheuerôs argumentation model as in the following.  

 

 

Figure 4.76 KMA on use of mathematical practice about surface area of cylinder 

 

After this process, the classroom continued to work on other questions about 

mixed questions including context of surface area of prisms and cylinder. They used 

the produced mathematical ideas relatedly mathematical practices without any 

doubt, any objection, or any questioning.  

 

4.4 Mathematical Practice 4: Finding Volume of the Cylinder  

 

Fourth mathematical practice was emerged about finding volume of the 

cylinder. This section of the instruction continued during three lessons of last half 

week of the process. During the instruction, the classroom worked on last two pages 

of the activity sheet. This section constituted the shortest part of the study in terms 

of both lesson hours and page number of activity sheets.  

This part was prepared based on the learning objective of ñconstructing the 

knowledge of the volume of the cylinderò.  While preparing the activities of this 

phase, students were expected to have the knowledge of ñwhat is volumeò and 
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ñvolume of cube and rectangular prismò since they had learned those concepts in 

sixth grade. 

 

4.4.1 Idea 1: Volume is about third dimension 

 

The first mathematical idea became taken-as-shared during the discussion 

of volume. The teacher started the session by questioning about the knowledge of 

what volume is. The students had the knowledge of the volume from earlier grades. 

They had already learned the volume of the cube and rectangular prism at sixth 

grade level, and they were expected to have the idea of volume and its conceptual 

understanding.  

 

Teacher: Now, we will talk about volume. What do you understand when we say 

volume? Do you have any idea?  

Kaan: The place that a shape covers on the earth or in space.  

Teacher: The place that a shape covers on the earth. How? Give an example. 

Kaan: Teacher. For example, a bottle of water. It has its own place in the space.  

Teacher: So, you say it is volume. Any other ideas? Previously, we discussed about 

area. What is the difference between area and volume? 

Zeynep: For example, we find the area of a rectangle. But, it does not have a 

volume. Because, it is flat.  

 

In this section, the teacher asked students about the meaning of the volume. 

Their responses showed that they had some prior knowledge about volume, but they 

were having difficulty to express themselves. Kaanôs example of bottle was a good 

example of volume, but he couldnôt explain the reason of his thought. Also, Zeynep 

stated that it was possible to calculate the area of a rectangle since it was flat. Her 

idea was a step to understand the transition from 2-D calculations to the 3-D 

thinking. Thus, the teacher wanted to direct the discussion in that way. The 

discussion continued as following.  
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Teacher: You say, volume is about its place that cover in space, and Zeynep says 

the area is about flat shapes. I want you to make more clear explanations.  

Mete: One of our friends had given an example while we were working on surface 

area of prisms. We can think like tiling on a ground. For example, this 

classroomôs ground has an area and we can cover this place according to its 

area. We were saying something like this. The number of tiles gives us the 

area of that ground. This is area.  

Zeynep: And also, we did wrapping the candies. They were about area. The volume 

includes the inside of the shape.  

Kaan: For this reason, the area is about two-dimensional shapes. Volume is about 

three-dimensional shapes.  

Teacher: Good. Yes, Tuĵ­e 

Tuĵ­e: Thatôs why we calculate area of a rectangle or a triangle. But we have 

volume of a cube, or a prism.  

 

With this section, the students started to express their ideas more clearly. 

Mete reminded the example about tiling a ground that had been given while they 

were working about the surface area of prisms. This was an example of expressing 

the main idea of area. Also, Zeynep stated the work about wrapping candies that 

they practiced, was about the area, again. By discussing otherôs ideas, they grasped 

the idea of two-dimension and three-dimension. The idea of volume is about three-

dimensional shapes emerged during this part but used in later sections of the 

instruction in students discourses normally. Thus, the structure of this section can 

be illustrated according to Krummheuerôs argumentation model as in Figure 4.77. 

The idea of volume is about third dimension supported emergence of other 

ideas relatedly and used as data or conclusion in places. Thus, it can be concluded 

that the idea became taken-as-shared. The examples were provided in following 

sections. For example, following section was provided from the later hours of the 

instruction.  
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Figure 4.77 KMA on volume is about third dimension 

 

Teacher: I want to ask you something. According to your explanations, what would 

you say about the volume of a piece of paper? Can we calculate it?  

Melisa: No, it is two dimensional.   

Teacher: Yes, it is two dimensional. What do we need? 

Melisa: It should be three dimensional to have a volume. There is no height of it.  

Teacher: Yes, good.  

 

In this debate, teacher wanted to see whether the students understood the 

idea of volume and third dimension. She asked about some objects and shapes and 

about their dimensions. This part was chosen from that section of discussion. The 

teacher questioned that whether a piece of paper had a volume. Melisa responded 

by saying that a piece of paper was a two-dimensional shape, they needed a three-

dimensional shape to calculate volume. Thus, the idea became taken-as-shared and 

can be illustrated as following figure.  
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Figure 4.78 KMA on volume is about third dimension 

 

4.4.2 Idea 2: Volume is about filling inside of a shape 

 

This idea emerged immediately after the previous discussions in the same 

lesson. The classroom continued to talk about meaning of volume. The teacher 

directed the discussion in that way. Later on, she wanted the students to think about 

requirements of calculation of volume of a three-dimensional shape. Following 

discussion occurred in this process.  

 

Teacher: Yes, as most of you stated the volume is about the whole shape with inside 

and surface. But area is about surface. As you mentioned, we worked 

previously about the surface area on your activity sheets. We were wrapping 

surface of candies with wrappers. Those were all about the calculation of 

surface area. Now, I want you to think about this classroom. How would 

you assess the volume of this classroom?  

Aydēn: We need to count the number of things that can fill this classroom. Those 

things should be equal.  

Teacher: What are those things? 

Aydēn: I forgot their name. We used them in our activity sheets. 

Teacher: Unit cubes. 

Aydēn: Yes. Unit cubes. If we find the number of unit cubes that fill this classroom, 

it gives us the volume of this classroom.  

Kerem: This is why we call it three dimensional isnôt it? 

Teacher: Yes. This is the meaning of the volume. This is the reason for saying that 

the place that a shape cover in space.  

Beg¿m: This is similar to tiling a ground. That was area, filling here with cubes is 

about volume. Yes, I see.  
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Teacher: Did you see the relation now? Or difference? 

Class: Yes.  

 

In this debate, the issue of discussion was the meaning of volume again. The 

teacher directed their discourse to relate the first idea; which was about volumeôs 

relation to third dimension. At the beginning of the argument, the teacher confirmed 

the previous discourse that students produced related to the meaning of area. She 

reminded again their works about wrapping shapes were about calculation of 

surface area. Also, after understanding the difference between area and volume, she 

wanted students to grasp the idea of calculation of volume accordingly. She wanted 

them to think about finding the volume of the classroom. Aydēn asserted a claim as 

filling inside of the classroom could give them the volume. He could not remember 

the name of the unit cubes and the teacher reminded him. Kerem supported Aydēnôs 

claim by providing evidence by reminding the third dimension was about that 

thinking a shape as a whole. In this way, Beg¿m supported that argument by 

reminding and connecting the examples of tiling a ground and filling inside of a 

classroom. Thus, students could relate their ideas constructing on their peersô and 

reached to the meaning of volume. When evaluated according to Krummheuerôs 

argumentation model the structure of this discussion can be illustrated as following.    

 

 

Figure 4.79 KMA on volume is about filling inside of a shape 
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The process was showed that students started to get the conceptual 

understanding of volume. This can be supported by observing studentsô usage of 

those ideas in their discourse while producing formula for volume of cylinder and 

working on related questions. In the following sections, the classroom started to 

think and discuss about the calculation of the cylinderôs volume and producing a 

formula for that calculation.  

 

4.4.3 Idea 3: Calculation of volume requires the knowledge of width, length 

and height  

 

In the previous sections, students involved in whole class discussions related 

to the meaning of the volume. They produced ideas and those ideas became taken-

as-shared by listening and commenting on otherôs thinking. This idea about 

calculation of volume requires the knowledge of width, length, and height, emerged 

after they completed to discuss on the meaning of volume. The teacher wanted the 

students to think about the requirements of calculation of the volume.  

 

Teacher: Hmm. Ok. You got the idea of volume. Now. Letôs think about the 

calculation of volume. What do you need to know? Yes, Beyza. 

Beyza: We need width, length, and height.  

Teacher: Why do you think that? 

Beyza: Because, three dimension means that width, length, and height.  

Teacher: What do you calculate with width and length? 

Beyza: It gives us area. We calculate area of a shape by multiplying its width and 

length.  

Teacher: What is the role of height? Yes, Arda. 

Arda: It gives the third dimension. For example, if we multiply that area with height, 

it gives us the volume.   

Teacher: Can any of you give an example for this?  

Mete: For example, we can again think about this classroom. If we tile whole 

ground of the classroom, we find the area of ground. But if we multiply that 

result with height, it gives us volume. 
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In this debate, students realized the requirements of the calculation of 

volume. They easily caught the idea of multiplication of width, length, and height 

to calculate the volume. But, this would be related to their previous knowledge from 

previous years. Because, after the teacherôs asking about the studentsô idea about 

the requirements of calculation for volume, Beyza asserted about the necessity of 

width, length, and height. The teacher wanted them to understand why they used 

them in the calculation. For this purpose, she wanted them to give an example for 

the explanation. Based on that, Mete provided an example about the volume of the 

classroom. He stated that after calculating the area of surface of ground, the 

multiplication that area with height would give them volume of the classroom. 

Moreover, Ardaôs explanation was important in terms of both providing a warrant 

for Beyzaôs claim and for also being an example of usage of the idea about the 

volumeôs relation to the third dimension. To evaluate whether the students grasped 

the conceptual understanding of the volume, there was a need to observe the usage 

of idea while the instruction was in progress. Thus, it can be illustrated as following.  

 

 

Figure 4.80 KMA on calculation of volume requires the knowledge of width, length, 

and height  
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After this section, the teacher started to direct the whole class discussion to 

the volume of cylinder. The aim was to make transition from calculation of volume 

of prisms to calculation of volume of cylinder. Students were expected to connect 

prior knowledge to current context. Following part is chosen from that section.  

 

Teacher: Yes, we talked about the volume of the prisms and as we mentioned you 

had that knowledge from previous years. You learned that subject in the 

sixth grade. Now, letôs think about the volume of the cylinder. You know 

the volume of prisms and you have the idea of volume. What do you want 

to say? 

Kaan: We find the volume of the prisms by multiplying width, length, and height. 

So, we do the same thing for cylinder. 

Teacher: What do you say for Kaanôs claim?  

Tuĵ­e: But, cylinder is not a prism and it does not have a width and length.  

Teacher: Good point. A cylinder is not a prism and it does not have a width and 

length.  

Kaan: Ahhh. Yes. Sorry.  

Teacher: So, then, what do we do?  

 

In this section, the classroom started to discuss the volume of cylinder. They 

constructed their discussion on their previous knowledge about the volume of 

prisms they learned in sixth grade. The teacher wanted the students to remind that 

knowledge again and wanted them to relate that knowledge with volume of 

cylinder. Kaan asserted that they found the volume of prisms by multiplication of 

width, length, and height of the given prism. Thus, he stated that they would follow 

the same way for calculation of cylinder. His claim about the calculation of volume 

of a prism was correct but his idea that using the same way for calculation of 

cylinder was wrong. Tuĵ­e identified this fault and refused that idea by stating that 

a cylinder did not have any width and length. The idea that calculation of volume 

requires to the multiplication of width, length, and height, Kaanôs claim can be 

illustrated as following.  
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Figure 4.81 KMA on calculation of volume requires the knowledge of width, 

length, and height  

 

4.4.4 Idea 4: Volume equals to the multiplication of base area and height  

 

This idea emerged immediately after the discussion about the multiplication 

of width, length, and height. In the previous section, after the problem was handled 

about the Kaanôs claim, the teacher wanted the classroom to think about the way of 

finding the volume of cylinder. Also, in advancing parts of the whole class 

discussion, GeoGebra was used to make students to understand the way of 

calculating volume of cylinder. So, the following part emerged in this process. 

 

Teacher: Now, you said that while you are finding the volume of prisms, you use 

the multiplication of width, length, and height. What was the aim of 

multiplication of width and length? 

Yaĵmur: Area. 

Teacher: Which area? 

Yaĵmur: The surface area.  

Teacher: Yes, surface area. Remember we call it as base area. Okay. What is the 

later step, then? Mert? 

Mert: Multiplying the surface area by height. 

Teacher: Very good. So, we can say that, remember it. The volume is, we say, 

multiplication of base area with height. Now, is it the same for cylinder?  

Zeynep: It should be the same. 

Mete: Same. Because, it is three-dimensional.  

Teacher: We will see. Letôs look at this GeoGebra file. 
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This section was about relating the studentsô prior knowledge to the current 

situation. Students had the knowledge of volume of prisms from previous years. 

The teacher made them to remember this knowledge by discussing and reorganizing 

their knowledge in this way.  In this discussion, the teacher made them to involve 

in this discussion to call back their knowledge about the knowledge about prisms 

volume can be find by multiplication of base area and height. Actually, the 

classroom knew this knowledge, but maybe related to the time passed, they forgot 

the way of expressing the formula. With support of the teacherôs directions, Mert 

expressed the formula. The structure of this section can be illustrated as following.  

 

 

Figure 4.82 KMA on volume equals to the multiplication of base area and height  

 

And then, the teacher asked about whether the same way could be followed 

for the volume of cylinder. The researcher opened a GeoGebra file (Figure 4.82) at 

the same time with the following discussion. This GeoGebra file was based on the 

idea of filling the cylinder. The goal was to show students how filling inside of a 

shape was related to the formula.  

Teacher: You said, it is the same as finding the volume of prisms. We will multiply 

the three elements that width, length, and height. But then, you said there is 

not width and length of a cylinder. We can say there is no edge. So, what is 

the solution?  

Kerem: “ὶ. 

Teacher: Why? 

Kerem: To find that circle? 
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Teacher: Which circle? 

Kerem: Cylinderôs circle 

Teacher: You mean base area.  

Kerem: Yes. Base area.  

Teacher: So, then why do you need to multiply with height? 

Mete: To find volume. 

Beyza: Because, height brings the volume concept, it provides third dimension.  

 

 

Figure 4.83 An empty cylinder illustration  

 

This section was an introduction to whether the multiplication of base area 

and height gives the volume of cylinder as it gives in prisms. The teacher started 

the whole class discussion in this way. The GeoGebra was opened on the 

smartboard and the classroom discussed the issue. This section did not include any 

idea that became taken-as-shared, but it was critical in terms of being first step of 

understanding the volume of cylinderôs formula. After that, the discussion 

continued as following. The researcher continued by indicating the GeoGebra file 

in Figure 4.83 and 4.84.  

 

Researcher: Now. You said we need base area, but we need a height to get the third 

dimension. You can think here like, we were counting the number of unit 
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cubes that fill the prism to find the volume of the given solid. So, here we 

can count the number of what? 

Tuĵ­e: Circles. 

Researcher: Yes, think about that what will happen when you place an infinite 

number of circles over on others? 

Arda: Cylinder 

Teacher: Yes. So, what do we count then, to find the volume of the cylinder? 

Arda: Number of circles. 

Teacher: Yes, the number of circles. Do we count the number of circles for every 

time when we want to calculate the volume of a given cylinder? What is the 

number of these circles? (By filling the cylinder on the GeoGebra-Figure 

4.84) 

Zeynep: Itôs height. So, volume is multiplication of base area and height.  

Teacher: Exactly. So, this is the reason of the formula.  

 

 

Figure 4.84 Observation of filling the cylinder o GeoGebra 

 

 The answers expected from the students here were the necessity to use 

circle segments instead of using unit cubes to fill the cylinder. Students would be 

able to figure out volume of the cylinder by understanding how they could fill the 

cylinder via placing the circles by putting one on another one at the height of the 

cylinder. Additionally, students were expected to transfer the knowledge of the 

volume of cube and rectangular prism which can be formulated as ñmultiplication 
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of base area and heightò. With the discussion on volume of the cylinder by filling 

it with circle segments and the discussion about the volume of cube and rectangular 

prism, they wanted to conclude that the volume of the cylinder is ñmultiplication of 

base area and heightò under the guidance of whole class discussion. Thus, after the 

teacherôs and researcherôs directions, Tuĵ­e stated that a cylinder could be fill with 

using circles. By putting her idea, Arda added that putting those circles was about 

construction of a cylinder. At the end, Zeynep obtained those number of circles that 

were put on each other, gave them the height of cylinder, and that was the idea of 

formula. The observation of GeoGebra file with filling the cylinder by using circles, 

provided students to observe the number of circles gives the height of the cylinder. 

Thus, illustration of this situation dynamically, supported the emergence of the idea 

that number of circles gives the height of the cylinder. The structure of this section 

can be illustrated as following. 

 

 

Figure 4.85 KMA on the idea volume equals to the multiplication of base area 

and height  

 

In this way, the classroom produced the mathematical practice of finding 

the volume of cylinder. After whole class discussion completed, the teacher 

repeated the formula of cylinder and the reason and they started to work on the last 

two pages of the activity sheet. During their works, students used the mathematical 

practice of finding volume of cylinder including the taken-as-shared ideas which 

were supported the emergence of that practice. Following an example from 

questions about volume of cylinder was given.  

 

Teacher: Letôs look at the question. Height is 4 cm, diameter is 3 cm. Does it ask 

the volume? 
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Yaĵmur: If the diameter is 3 cm, radius is 1,5 cm.  

Teacher: Yes.  

Yaĵmur: Multiplying the base area and height, I found 9 “ 

Teacher: Yes. Wait. Okay. Yaĵmur again please. 

Yaĵmur: Base area is “Ȣὶ. “ is “. So, ὶ is 1,5 times 1,5, it is 2,25. Height is 4. 

So, the result is 9 “. 

 

 

Figure 4.86 An example from activity sheet about volume of cylinder  

 

In this section, they worked on the given question in Figure 4.81. It was a 

practice about application of the formula for the volume of cylinder. Yaĵmur 

explained her solution successfully and showed that the mathematical practice 

about finding the volume of cylinder. She used the idea of volume of cylinder can 

be found by multiplication of base area and height. There was not any objection or 

any comment about her claim and solution. Yaĵmurôs discourse can be illustrated 

as following.  

 
Figure 4.87 KMA on volume equals to the multiplication of base area and height  
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The qualitative part of the findings of the current study obtained four 

mathematical practices based on mathematical ideas that students produced during 

the instructional sequence. Those instructional sequences were carried out with 

support of a conjectured HLT. The instructional sequence continued through four 

and half week. The GeoGebra files supported the studentôs understanding and 

helped them to visualize the given three-dimensional shapes. Students did not use 

GeoGebra, but they observed prepared illustrations. Those illustrations provided 

support for students to get conceptual understanding of some concepts (especially 

the ones who need visualization abilities) and produce mathematical ideas relatedly. 

During the instructional sequence HLT was applied and discussed by the teacher 

and the researcher in terms of its missing parts or strong features. Those missing 

parts discussed to be changed for following applications. The quantitative findings 

of the study were mentioned following.  

 

4.5 Quantitative Results 

 

In this section quantitative findings of the study were explained. This study 

aimed to develop content for geometric concepts (solids) located in 8. Grade 

mathematics curriculum with the support of the GeoGebra dynamic geometry 

software, to develop an instructional sequence with guidance of a conjectured HLT, 

to obtain mathematical practices during this process in an argumentative classroom 

environment and, to test the effectiveness of this content in an eighth-grade math 

class. The content is expected to improve studentsô geometric thinking and learning 

related issues. 

To test the effectiveness of the content on students learning of 3-D shapes, 

pre-posttests were applied to the students. Test questions were derived from web 

site of General Directorate of Measurement, Evaluation, and Examination Service 

(which is a part of Ministry of National Education). The questions were selected in 

accordance with the HLT prepared for the current study. The questions on this 

website are constantly being updated in accordance with the national curriculum. 

Since, the conjectured HLT has already been prepared in parallel with the national 
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curriculum, the questions have been adapted to the content of the study without 

deviation from the curriculum. 

The test questions were based on the concepts of general properties of 

prisms, their basic elements, understanding the relationship between open and 

closed states, surface area of prisms, general properties of cylinders, basic elements, 

surface area of cylinders and volume of cylinders. The number of questions was 11. 

Ten of them were test questions and one of them was an open-ended question.  

For analysis of pre-posttests scores of students, paired-samples t-test was 

applied to evaluate the difference.  Following tables shows the statistical analysis 

of the pre-posttest results.  

 

Table 4.2 Paired sample statistics of pre-posttest results 

Paired Samples Statistics 

 Mean N Std. Deviation 

Std. Error 

Mean 

Pair 1  Pretest scores of 

students 
45,83 35 21,809 3,686 

Posttest scores 

of students 
66,23 35 23,662 4,000 

 

 

ñA paired-samples t-test was conducted to compare meaning of pretest 

results and posttest results of eight graders. There was a significant difference in 

the scores for pretest (M=45.83, SD=21.80) and posttest (M=66.23, SD=23.66) 

scores.ò 

 

Table 4.3 Paired sample correlations of pre-posttest results 

 Paired Samples Correlations 

 N Correlation Sig. 

Pair 1 Pretest scores of students & 

Posttest scores of students 
35 ,911 ,000 
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ñA paired samples t-test found this difference to be significant, t(34)=-

12.34, p=0.000ò 

 

These results suggest that application of instructional sequence which was 

prepared for the current study in guidance of a conjectured HLT, had a positive 

effect on studentsô achievement of 3-D shapes. Specifically, it can be concluded 

that if this instructional sequence is applied to the students in terms of understanding 

3-D shapes, their conceptual understanding increase. 

 

4.6 Summary of Findings 

 

By conducting a design-based research, an instructional sequence was 

prepared with guidance of a conjectured hypothetical learning trajectory designed 

for eighth grade students in solids. Through the analysis of eight gradersô classroom 

mathematic discussions emerged during this instructional sequence, to evaluate 

their geometrical understanding on 3-D shapes (specifically surface area of prisms 

and cylinder and volume of cylinder), the classroom mathematical practices were 

obtained in terms of studentsô taken-as-shared ways of thinking and communicating 

by using mathematical language. Also, GeoGebra used to support studentsô 

understanding of geometrical concepts, especially those required visualization of 

the given shapes. To identify classroom mathematical practices that emerged during 

the instructional sequence, Krummheuerôs (2015) model of argumentation (which 

was adopted from Toulminôs (1969) work) and three-phase methodology of 

Rasmussen and Stephan (2008) was used as an interpretive framework of the study. 

Classroom mathematical practices documented classroom collective learning 

activities mostly included whole class discussions. During the application of the 

instructional sequence and throughout the whole class discussions, there were four 

mathematical practices that emerged related to solids.  

The first mathematical practices emerged in terms of finding definition and 

properties of prisms. It was obtained from four taken-as-shared ideas which 

supported the emergence of this mathematical practice. Those were (a) 

understanding roof of buildingsô and tentsô shape is prism, (b) understanding a cube 
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is a prism (c) understanding the relationship between base shape and other parts of 

a prism. And (d) understanding a cylinder is not a prism.  

Second mathematical practice emerged about finding surface area of prisms 

and it was supported by four taken-as-shared ideas that are; (a) understanding 

wrapping is means that drawing net of a prism, (b) counting unit squares, (c) 

transition from counting unit squares to calculating area (d) producing the formula 

for surface area of prisms.  

The third mathematical practice emerged about finding surface area of 

cylinder and it emerged around three taken-as-shared ideas that; (a) structure of net 

of the cylinder, (b) relation between the circumference of the circle base and edge 

of its side face and (c) cylinderôs surface area constructed by area of side face and 

area of circle bases.  

And the last mathematical practice emerged about finding volume of 

cylinder and it was supported by four taken-as-shared idea among classroom that; 

(a) volume is about third dimension, (b) volume is about filling inside of a shape, 

(c) calculation of volume requires the knowledge of width, length, and height and 

(d) volume equals to the multiplication of base area and height.  

Additionally, a pretest and posttest were applied to the students at the 

beginning of the instruction and at the end of the study. The statistical analysis of 

the pre-posttest results implicated that the instruction had a positive effect on 

studentsô achievement on 3-D shapes.   
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CHAPTER 5 

 

 

 

DISCUSSION, CONCLUSION, AND IMPLICATIONS  

 

 

The overall purpose of this study was to evaluate the mathematical practices 

emerged in an eighth-grade mathematics classroom. More clearly, the aim was to 

obtain the mathematical practices which emerged in the social and collective 

learning environment of the classroom and the way those practices occurred and 

how they became taken-as-shared while the instruction was on progress. To obtain 

those practices, an instructional sequence was prepared with the guidance of a 

conjectured HLT in the context of three-dimensional shapes. The instructional 

sequence was put into practice with the support of argumentative classroom 

environment, dynamic geometry software GeoGebra, and daily life-based content 

(prepared based on RME theory). By this way, the current study aimed to provide 

a view to the geometry lessons in terms of three-dimensional shapes concept and to 

enlighten the possible ways to enhance studentsô learning and conceptual 

understanding of this content. Moreover, the study was conducted as design-based 

research in a natural classroom setting to make the participants involved in that 

learning community (Cobb, 2000).  

Four major mathematical practices were determined including mathematical 

ideas which supported the emergence of those practices. (a) finding definition and 

properties of prisms, (b) finding the surface area of prisms, (c) finding the surface 

area of the cylinder and (d) finding the volume of the cylinder, were the determined 

mathematical practices of the current study. These were determined as 

mathematical practices after the students started to use those practices in their 

solutions or in their explanations while involving in whole class discussions without 

having any challenges. To transform the collected data into the scientific 
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explanations and to extract classroom mathematical practices, Krummheuerôs 

(2015) argumentation model was applied which was adopted from Toulminôs 

model of argumentation. This model helped to clarify the conclusions, the data and 

warrants were provided by the students.    

 

5.1 Discussion of Social and Socio-mathematical Norms  

 

The current study used the emergent perspective as one of the interpretive 

frameworks, the analysis of the mathematical practices was formed by classroom 

activities and discussions and its effect on student learning were conducted through 

the emergent perspective (Cobb, 2000; Cobb & Yackel, 1996; Stephan & Cobb, 

2003). Stephan (2003) states that the emergent perspective includes coordination of 

both social and individual perspectives on mathematics learning. Learning has a 

psychological side on the part of the individual learner and also has a social side on 

the part of the learning group or classroom environment (Stephan, 2003). Also, 

Cobb (2000) adds ñA basic assumption of the emergent perspective is, therefore, 

that neither individual studentsô activities nor classroom mathematical practices can 

be accounted for adequately except in relation to the otherò (Cobb, 2000, p. 310). 

The emergent perspective makes students learning mathematics placed in the social 

context of the classroom (Cobb, 2003). 

For the current study, the important social norms were; giving examples, 

explaining, or justifying those examples or solutions with using appropriate 

language, constructing the conceptual understanding of solutions or specific 

concepts, and asking questions. These norms were valuable, and the participating 

teacher was the main instructor of the study who supported to increase their 

development (Yackel, 2001). For example, while the classroom was working on a 

question as an introduction to the surface area that was including a rectangular 

prism constructed by unit cubes, they involved in a whole class discussion about 

the related question. One of the students explained her way of thinking for the 

solution and another student accepted her solution and explained his way. Both of 

them did the same things but in a different order. Thus, a third student confirmed 

that the solution was accepted by them. Consistent with the nature of 
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argumentation, the students accepted/justified anotherôs idea and constructed their 

own explanations on others. This process was about the construction of social norm 

of the classroom that explaining and justifying oneôs solution and solution 

processes, and also making sense of other studentsô solutions (Yackel, 2001). 

Actually, the class started to understand that they were calculating the area of each 

face by doing those calculations that they referred to in a short way. They started to 

transfer their thinking from counting to the calculating which was a step for 

construction of mathematical practice about finding the surface area of prisms. This 

finding was also consistent with Vygotskyôs idea advocated that the level of 

individual learning can be increased by interacting with the other people on the 

related issue. Thus, the knowledge gained through interaction with other people 

may be much more than the knowledge gained by working alone (Liang & Gabel, 

2005). Thus, it can be concluded that construction of classroom social norms during 

an instructional process may enhance students learning and understanding through 

producing mathematical practices.  

The classroom socio-mathematical norms refer to the specific criteria for 

mathematical solutions that may be different or unique and also, what may be an 

acceptable mathematical explanation and justification (Yackel, 2001). In the 

present study, the valuable socio-mathematical norms included the development of 

different solutions and making acceptable mathematical explanations.  Moreover, 

the participating teacher supported the development of those socio-mathematical 

norms in the classroom context. For example, as an introduction to the surface area, 

the instructional sequence was prepared to include shapes constructed by unit cubes 

as a first step. In later questions, the shapes were not constructed by unit cubes. The 

aim was to make students understand the idea of one edge of a unit cube equals to 

the one unit of measurement (such as one centimeter). By arguing and exchanging 

ideas which were critical to forming social norm of the classroom, students also 

made appropriate and acceptable explanations for mathematics. For instance, they 

stated that instead of counting all the unit squares, they could multiply each edge 

with other like they do while calculating the area of a rectangle. Thus, this was 

mathematically acceptable and an appropriate solution for formation of socio-
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mathematical norms as stated in the literature (Cobb & Yackel, 1996; Yackel, 

2001).  

Additionally, as mentioned before, the social and individual aspects of the 

emergent perspective go parallel with a way that during the examination of social 

aspects, each studentôs individual learning has a contribution to the development of 

taken-as-shared mathematical ideas since they formed in classroom community 

(Cobb & Yackel, 1996). Social and socio-mathematical norms were proceeded to 

be established during the study process.   

 

5.2 Discussion of HLT 

 

Consistent with the tenets of a design-based study, another important aspect 

of the study was to implement and modify the proposed HLT and instructional 

sequence and prepare next iteration of HLT and instructional sequence according 

to the studentsô needs. It was important to obtain the ways that the conjecture HLT 

and instructional sequence facilitated the studentsô learning and conceptual 

understanding of three-dimensional shapes. According to the collective learning 

activities that took place in the classroom environment and related to studentsô 

needs that emerged while the instruction was in progress, the revisions were 

obtained. These changes were done, while the instruction was in progress. There 

were some points needed to be revised that emerged during the application of the 

HLT and instructional sequence. These changes and the differences between 

conjectured HLT and the actual HLT will be discussed in the following sections.  

The research team conducted their meetings at the end of each week, and 

after a class session in which they encountered an unexpected situation about the 

HLT and instructional sequence. During those meetings, the teacher and the 

researcher discussed the learning goals of the prior week, the determined problems, 

or missing parts to handle, and the possible changes for future learning goals related 

to HLT. The decisions were made at these research team meetings and they helped 

to develop a new learning trajectory that students created and to correct the 

hypothetical learning trajectory and instructional sequence for the future 

implementation of the teachers' goal of developing a teaching theory for learning 
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situations. The research team discussed the areas in which social and socio-

mathematical norms were established, as well as conceptual developments that 

were present or absent. The changes in the sequence were made on a daily basis 

when required and weekly meetings conducted at the end of each week. Aligned 

with the prior research, planning an HLT was effective in teacherôs organizing her 

teaching, establishing student-centered (Wilson, Sztajn, Edgington & Myers, 2015) 

and argumentative environment and making sense of studentsô thinking (Wilson, 

Mojica & Confrey, 2013) to make necessary changes in her teaching ways and in 

instructional sequence.  

The argumentations improved studentsô conceptual knowledge and 

understanding of three-dimensional shapes (G¿­ler et al., 2013).  For example, at 

the beginning of the instruction, while discussing on and defining prisms, some 

students provided inappropriate examples and asserted mathematically 

unacceptable definitions for prisms. By involving in argumentation process during 

the instruction, they identified the missing points and inappropriate examples about 

prisms that they provided, and they corrected themselves by expressing, 

commenting on, and justifying or refusing otherôs ideas with the support of the 

teacherôs directions. When the whole learning process of studentsô in the context of 

three-dimensional shapes was considered throughout producing mathematical 

practices, the students improved their conceptual understanding of solids by 

participating in argumentations through instruction. In the literature, there were 

researches that were consistent with these findings (Fukawa-Connelly, & 

Silverman, 2015; Kosko, Rougee, & Herbst, 2014; Mueller et al., 2014). 

Additionally, the research supported the conducted whole class discussions 

including argumentation between members of classroom (Abi-El-Mona & Abd-El-

Khalick, 2011; Duschl & Osborne, 2002; Zembaul-Saul, 2005), improved 

participantsô way of commenting on otherôs ideas more scientifically (Flores, Park, 

& Bernhardt, 2016; Osborne, Erduran, & Simon, 2004); the way of justifying and/or 

refusing those ideas and conceptual understanding of related issue (Cramer, 2011; 

Driver, Newton, & Osborne, 2000; JimËenez-Aleixandre et al., 2000; Jonassen & 

Kim, 2010; Wheeldon, 2008). By supporting the instructional process with 

argumentation in whole class discussions, the studentsô understanding of three-
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dimensional shapes was enhanced. Since, it was supported in the literature that 

geometric concepts could be learned by argumentation (Kosko, Rougee & Herbst, 

2014; Wiley & Voss, 1999; Prusak et al. 2012), skills such as arguing, supporting, 

justifying, and proving could be improved relatedly (Asterhan & Schwarz, 2007; 

Sadler & Fowler, 2006). 

Consistent with the nature of argumentation and with the requirements of a 

collective learning environment, also, students were free to express themselves 

while working individually, in peers or while involving in whole class discussions.  

When students felt confident during the instruction, this supported the emergence 

of new and different ideas that were mathematically appropriate and acceptable. 

Thus, aligned with the literature, this kind of approach might be particularly 

effective for promoting student thinking (Boaler, 2016; Fujita, Kondo, Kumakura, 

& Kunimune, 2017; Yackel, et al, 1991). 

Additionally, the teacherôs role was important in terms of conducting 

classroom argumentations and enhancing studentsô participation in the classroom 

activities. During the study, the participant teacher tried to establish norms of 

mathematical argumentation by listening to students, encouraging students to 

provide claims and justifications, considering different ideas and arguments of 

othersô (Kosko et al., 2014). Moreover, she started and directed classroom 

argumentations in a way of constructing mathematical practices in the related 

context. These activities of the teacher were consistent with the prior research 

(Conner et al.,2014; Forman, Larreamendy-Joerns, Stein, & Brown, 1998; Mueller 

et al., 2014) in terms of her facilitating argumentative classroom environment and 

maintaining it. Additionally, prior research showed teachersô role in establishing 

argumentation in the mathematics classroom and how to facilitate argumentation 

(Asterhan & Schwarz, 2016). Consistent with Wood, Williams, and McNeal 

(2006), the current study implicated the importance of teachersô practice was to give 

students opportunities to share their mathematical thinking in the classroom. 

The use of GeoGebra as an instructional tool supported studentsô conceptual 

understanding of three-dimensional shapes. During the study, students had the 

chance of visualizing the shapes from different views. This observation about the 

practices of shapes with the support of GeoGebra, provided students to catch the 
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missing points that they could not get on paper and pencil environment, and by this 

way, they could produce ideas related to given context which would become taken-

as-shared to produce classroom mathematical practices. For example, while the 

classroom was working on producing the formula for the volume of the cylinder, 

they were talking about the idea of multiplication of base area and height that came 

from the volume of prisms. They were discussing that whether it was possible to 

apply the same formula for the volume of the cylinder. So, to check and confirm 

the appropriateness of that idea, the researcher opened a GeoGebra file which was 

illustrating how to fill a cylinder. By observing that illustration, the students 

confirmed the idea of multiplication of base area and height would give the volume 

of the cylinder. Thus, they got the support of GeoGebra file in terms of producing 

the idea and relatedly mathematical practice of finding the volume of the cylinder. 

Thus, it is clear that usage of dynamic geometry software enhanced studentsô 

geometrical thinking and supported the emergence of mathematical ideas that 

constructed emergence of classroom mathematical practices (Pei, Weintrop & 

Wilensky, 2018). Moreover, consistent with the literature, usage of DGS made 

learning of geometry much richer and more powerful rather than paper-pencil 

method (Battista, 2007); gave chance students to explain and justify their thinking 

and reasoning which supports classroom mathematical practices (Wilson & Hoyles, 

2017); and by this way it affected studentsô geometric and spatial thinking in 

positive way which provided an increase in their achievement at the same time (Ng 

& Sinclair, 2015b; Owens & Highfield, 2015; Sinclair & Moss, 2012). Furthermore, 

use of GeoGebra in lessons supported studentsô participation in the classroom 

activities. During each lesson, whole class discussions were conducted for a short 

or long time. Students were expressing their ideas in related context, justifying their 

solutions or refuting othersô thinking. The use of GeoGebra allowed students to 

support their ideas as verbally expressing themselves and to feel more confident in 

this process. Thus, it was consistent with the prior research that use of DGS 

enhanced classroom mathematical argumentations by providing students visual 

proof for their ideas (Ng, 2015).  

The context of the study was about the three-dimensional shapes and 

specifically, it was about the surface area of prisms, the surface area of cylinder and 
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volume of the cylinder. The study was formed according to argumentations, but 

there were some errors or misunderstandings among students about definitions, 

properties of the prisms or cylinder. For example, they provided inappropriate 

shapes as examples for prisms such as pencil cases, or they could not understand 

the shape of a tent was a prism. Another example was a misconception about the 

orientation of the shape. It was a research that evaluated studentsô errors (Marchis, 

2012). Also, studies state that studentsô prior experiences and knowledge construct 

their concept image about the related geometrical shape (Vinner & Hershkowitz, 

1980). Students may have problems in recognizing different geometrical shapes if 

they are in a non-standard orientation (Marchis, 2012). For instance, as a most 

common misconception, a square is not a square if its base is not horizontal 

(Clements & Battista, 1992; Mayberry, 1983). Many students have difficulties with 

classifications of shapes (Feza & Webb, 2005; Mayberry, 1983). For example, a 

square is not rectangle (Marchis, 2008), a rectangle is not the parallelogram, and a 

square is not rhombus (Clements & Battista, 1992). Also, students may have 

problems with understanding of solids and relatedly they cannot draw nets of those 

solid shapes (Pittalis, Mousoulides & Christou, 2010). 

The last version of the instructional sequence included some changes 

according to studentsô needs in order of context, tools, possible discourse between 

participants with the decisions of the research team that was constructed by the 

participant teacher and the researcher. To provide an effective instruction, the 

research team concluded to change the order of some content. For example, in the 

applied instructional sequence, the different views of the prisms were coming after 

drawing wrappers for them. According to the studentsô discourse, their places were 

decided to be changed. Also, there were not GeoGebra files ready for studentsô 

visualization and students stated their need to visualize that shapes from different 

views. In this respect, the research team decided to prepare and add to the next 

version of the instructional sequence. During the process, there were some errors 

of students related to their previous knowledge or lack of their visualization. In this 

respect, when the teacher and the researcher realized them, they directed the flow 

of the discussion in that way to make students to understand those errors 

themselves. In this way, new knowledge was constructed by correcting prior ideas, 
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by putting on othersô ideas under the guidance of the teacher and the researcher. 

For example, properties of prisms were understood in this way. So, it is important 

for researchers and teachers to realize studentsô errors and misunderstandings and 

correct them throughout and effective argumentative social learning environment 

(Gºkkurt, ķahin, Soylu & Doĵan, 2015). Studentsô errors may be used as a basis 

for construction of a new knowledge in a most effective way.  

Thus, according to the findings which illustrated the emergence of taken-as-

shared ideas and relatedly emergence of mathematical practices, the participant 

students improved their conceptual understanding of three-dimensional solids. This 

was supported by argumentations about related context and usage of GeoGebra as 

an instructional tool during the process. The results of this study can provide 

suggestions from the perspective of the studyôs content, which can help students to 

get a meaningful and conceptual understanding of three-dimensional solids. 

 

5.3 Discussion of Classroom Mathematical Practices 

 

By conducting a design-based research, an instructional sequence was 

prepared with the guidance of a conjectured hypothetical learning trajectory 

designed about three-dimensional shapes that eighth-grade students performed. 

Through the analysis of eight gradersô classroom mathematics discussions emerged 

during this instructional sequence, to evaluate their geometrical understanding on 

3-D shapes (specifically the surface area of prisms and cylinder and volume of the 

cylinder), the classroom mathematical practices were obtained in terms of studentsô 

taken-as-shared ways of thinking and communicating by using mathematical 

language. The classroom mathematical practices are defined as the content-specific 

mathematical ideas, the time when they become taken-as-shared for the classroom 

community (Cobb & Yackel, 1996; Yackel, 2001). In the current study, the 

classroom mathematical practices were established throughout the implementation 

of the instructional sequence in the context of three-dimensional solids. In this 

respect, the current study obtained four mathematical practices occurred during the 

process which were supported by this HLT and instructional sequence were (a) 

finding definition and properties of prisms, (b) finding surface area of prisms, (c) 
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finding surface area of cylinder and (d) finding volume of cylinder. Additionally, it 

was explained that what kind of mathematical ideas made students to produce those 

mathematical practices. More clearly, the taken-as-shared ideas that supported the 

related mathematical practices were explained. 

The first mathematical practices emerged in terms of finding definition and 

properties of prisms. It was obtained four taken-as-shared ideas which supported 

the emergence of this mathematical practice. Those were (a) understanding roof of 

buildingsô and tentsô shape is the prism, (b) understanding a cube is a prism (c) 

understanding the relationship between base shape and other parts of a prism and 

(d) understanding a cylinder is not a prism. This phase included two interrelated 

parts. The first part was related to the understanding of the construction of prisms 

and determining its basic elements and the second part was related to displaying the 

surface nets of prisms. In the conjectured HLT, learning objectives of the first phase 

were determining of basic elements of prisms and understanding nets of prisms. 

The mathematical ideas about the roof of buildingsô and tentsô shape is a prism, and 

the second idea was cube is a prism emerged during the first part of this phase of 

the HLT which was related to the understanding of the construction of prisms and 

determining its basic elements. While these two ideas emerged at the first week of 

the instruction, they were used from the beginning of that time to the end of the 

prisms, since they were the main knowledge about the context. During the process, 

the students discussed daily life examples of prisms, they asserted ideas related to 

features to be or not to be a prism, and by this way, they produced the definition of 

prisms and got the understanding of main elements and features of prisms. To 

produce a definition for prisms and understanding of other content, the whole class 

discussion including argumentation was effective on studentsô thinking. This was a 

finding consistent with the prior literature that mathematical argumentations 

enhanced and supported their knowledge about the definitions of prisms (De 

Villiers, Govender, & Patterson, 2009; Tsamir, Tirosh, Levenson, Barkai, & 

Tabach, 2014).  

The second part of the first phase was about nets of the prisms and learning 

goal of the conjectured HLT was understanding nets of prisms. During this section, 

the third idea was, understanding the relationship between base shape and other 
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parts of a prism, and understanding a cylinder is not a prism, and the fourth idea 

was, understanding a cylinder is not a prism was emerged related to this context. 

The aim of these activity sheets was to create a basis for the opening of prisms by 

working with the views of prisms in different ways. This part of the HLT was 

prepared under the concept of ñcandy wrapping companyò. Each shape was 

designed with unit squares on it to make students understand those unit squares are 

the same as the length of the shape. In this second part of the HLT, each activity 

was assisted by a GeoGebra file and after working each question individually or in 

groups, classroom check was done on the GeoGebra file to make student construct 

the conceptual understanding of the context. Also, argumentations supported the 

construction of mathematical ideas through the emergence of mathematical 

practices. For example, they studied different views of given shapes which were 

constructed by unit cubes. The students tried to draw wrappers for those shapes 

which were actually about drawing their nets. At first, students worked individually, 

and in pairs, and then they checked the drawings on the GeoGebra files by 

argumentations. By this way, the students could visualize the shapes from different 

views which helped them to develop their three-dimensional thinking through 

drawing and understanding nets of prisms. By checking their drawings on the 

GeoGebra file, the students had a chance to control those solutions dynamically that 

could not be provided on paper and pen environment. Moreover, by reasoning on 

this second part which was prepared based on the first part, the students got the 

understanding of the definition, basic elements of prisms and their differences 

between other three-dimensional shapes. This was also important for the next stage 

which was about the surface area of prisms since the students needed to use the 

knowledge they got from this part in the following subject. Use of DGS and 

argumentations together was an issue of various researches in the literature 

(Hollebrands, Conner & Smith, 2010; Lavy, 2006; Prusak et al., 2012; Vincent, 

Chick & McCrae, 2005). Consistent with the prior research, the results of the study 

supported the use of DGS and argumentations together in geometry classes which 

enhance studentsô geometrical thinking (Granberg & Olsson, 2015) and relatedly 

emergence of mathematical practices.  
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Second mathematical practice obtained from the study was finding the 

surface area of prisms. This practice emerged through the support of understanding 

that wrapping means drawing the net of a prism, counting unit squares, the 

transition from counting unit squares to calculating area and producing the formula 

for surface area of prisms. For the second phase of the HLT was prepared related 

to the learning objective of constructing the formula of the surface area of 

perpendicular prisms. Consistent with the proposed HLT, students produced 

mathematical ideas by putting one another through finding the formula for surface 

area. In this section, the classroom passed from views of prisms to the way of 

wrapping them which actually meant to be surface area. They first tried to wrap the 

given that was prepared with unit cubes. By discussing on the context, the students 

understood how to transfer the knowledge of unit squares on the measurement. 

Usage of unit cubes was beneficial for students to relate the unit squares of surface 

area. They used as an example tiling the ground of their classroom to get the 

understanding of the surface area. In the literature, there were examples that offered 

usage of unit squares and shapes constructed by unit cubes to teach the main idea 

of surface area (Ben-Chaim, Lappan, & Houang, 1985; Bonotto, 2003; Clements, 

2003). Thus, in the light of literature and results of the current study, it can be 

concluded that usage of unit squares is beneficial in the teaching area. In addition 

to the example of tiling ground of the classroom surface, students tried to wrap a 

unit cube with a piece of paper to see a concrete experiment of wrapping. Both 

those examples were appropriate for nature of RME that was one of the theories 

underlying the instruction of the current study. The instructional sequence of the 

study was prepared aligned with the requirements of the RME theory. The questions 

or examples were chosen from real-life examples as much as possible. Thus, 

studentsô giving examples from daily life to construct the idea of surface area was 

an important finding in their learning. Usage of daily life-based examples in 

mathematics lessons was stressed in literature before (Bonotto, 2003; Van den 

Heuvel-Panhuizen, & Drijvers, 2014). Thus, it can be concluded that usage of daily 

life-based examples in geometry lessons are effective on studentsô conceptual 

understanding and learning of the related context.  
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The third mathematical practice was about finding the surface area of the 

cylinder. It emerged around three taken-as-shared ideas that; the structure of net of 

the cylinder, relation between the circumference of the circle base and edge of its 

side face and cylinderôs surface area constructed by the area of side face and area 

of circle bases. This practice emerged during the third and fourth phase of the 

proposed HLT. The third phase was planned related to the learning objective of 

determining the basic elements of the cylinder, constructing, and drawing the net 

of it, and the fourth phase was prepared related to learning objective of constructing 

the knowledge of the surface area of the cylinder. At the beginning of the section, 

the whole classroom discussion was conducted based on daily life examples of 

cylinder consistent with the RME theory. After, the activity sheet was asking the 

students to draw a wrapper for a cylinder-shaped candy which was actually net of 

the cylinder. At that example, nearly whole class successfully drew an appropriate 

drawing for the question. This would be related to their knowledge from previous 

years. Then, the content was based on understanding the relationship between 

elements of the cylinder. To make students understand that relation, GeoGebra was 

supportive again for them. For instance, to solve the problem about the shape of the 

side face of a cylinder, one student explained that when someone wanted to wrap 

something around these circles, there was a need for two points that come together. 

Two points for the top base and two points for bottom base and four points in total. 

Thus, the student concluded the side face of a cylinder should be a quadrilateral. 

GeoGebra was very effective to show students about the requirement of four points. 

By involving in a whole class discussion, they produced the idea of equality 

between the circumference of the circle base and edge of its side face by this way. 

Moreover, by producing this idea, they got a step into the surface area of the 

cylinder. As a result of the work done up to that time, students understand the idea 

of surface area was related to the net of the given shape. So, they were aware of 

calculation of surface area was related to its net. After producing the previous idea 

about equality of circumference of circle base and length of side base, it was time 

to produce the idea for calculation of the area of two circle bases and side base. 

Argumentations about this context made students produce the idea of calculation 

for the surface area of the cylinder. This finding was consistent with the prior 
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research (Akt¿men, Baltacē, & Yēldēz, 2011; Hohenwarter, & Jones, 2007), in terms 

of usage of DGS in lessons and strengthen the instruction with real-life examples 

and questions. Thus, it can be concluded that argumentations, usage of DGS and 

supporting the instruction with real-life context are effective in the understanding 

surface area of the cylinder (Lai & White, 2014). Furthermore, while producing the 

formula for surface area of the cylinder, the classroom involved in a discussion 

based on the way to express the way of area calculation in algebraic expressions. 

Also, in GeoGebra file, students observed the formula of surface area of the 

cylinder. Additionally, they could observe changes in given length clearly in both 

dynamically and algebraically. There was a research in the literature that supported 

usage of DGS to enhance the understanding of the relationship between geometry 

and algebra (Atiyah, 2001; Davis, 1998; Edwards & Jones, 2006). Thus, usage of 

GeoGebra was effective in the understanding of algebraic expressions of formula 

(Erbas, Ledford, Orrill, & Polly, 2005) for the surface area of prisms and cylinder.  

The fourth mathematical practice was about finding the volume of the 

cylinder. It was supported by four taken-as-shared ideas among classroom that; 

volume is about the third dimension, the volume is about filling inside of a shape, 

calculation of volume requires the knowledge of width, length, and height and 

volume equal to the multiplication of base area and height.  This practice emerged 

during the last week of the instruction. The practice occurred parallel with the last 

phase of the HLT that was based on the learning objective of constructing the 

knowledge of the volume of the cylinder.  The main process was started with the 

question ñwhat volume is?ò. While this question was asked, another discussion 

emerged related to the differences between area and volume. To explain and 

understand these differences, the examples were provided by students about tiling 

ground of classroom and filling the classroom with unit cubes. With this discussion, 

the students understand the meaning of area and volume clearly. Also, another 

discussion task is about ñhow can the volume of the cube and rectangular prism be 

calculated and what element do we need for those operations?ò. This process was 

conjectured to call back the studentsô knowledge that when they calculate how 

many of the unit cubes actually fill the inner zone when they find the volume, but 

while doing this calculation instead of counting the whole cubes, they multiplied 
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the three dimensions of the prisms with each other. These steps were also offered 

in the previous research teaching volume by using unit cubes and teaching area with 

using unit squares (Battista & Clements, 1996, 1998; Ben-Chaim, Lappan, & 

Houang, 1985; Cohen, Moreh & Chayoth, 1999; Fujita, Kondo, Kumakura, & 

Kunimune, 2017). Additionally, other critical questions were ñhow they can fill a 

cylinder with unit cubes since it does not have edges?ò and ñhow they can find the 

volume of the cylinder?ò The expected argumentation during the whole class 

discussion was about the usage of circle segments instead of using unit cubes to fill 

the cylinder. To make the issue clearer GeoGebra file opened that was prepared to 

illustrate filling of a cylinder shape. By observing the illustration of the cylinder, 

the students were able to figure out the volume of the cylinder by understanding 

how they could fill the cylinder by placing the circles by putting one on another one 

(that is the height of the cylinder). Additionally, students transferred the knowledge 

of the volume of the cube and rectangular prism which can be formulated as 

ñmultiplication of base area and heightò. Involving in the discussion about the 

volume of the cylinder by filling it with circle segments and by relating the context 

to the volume of the cube and rectangular prism, the last conclusion was made on 

that the volume of the cylinder is ñmultiplication of base area and heightò under the 

guidance of whole class discussions. Also, filling of the inner zone of the shape was 

an appropriate example for daily life context. Moreover, there were researches that 

supported these findings (Enochs, & Gabel, 1984; Hirstein, 1981; Livne, 1996). In 

this respect, it can be stated that usage of DGS, argumentations and daily life 

examples are effective to teach the volume of the cylinder.  

The aim of the current study aimed to evaluate the classroom mathematical 

practices emerged during an instructional sequence that directed by a conjecture 

HLT. The learning environment supported by GeoGebra file as instructional tools, 

argumentations in whole class discussions and daily life examples that consistent 

with the requirements of RME theory. According to the findings of the study, it can 

be stated that the participant students could involve in the instructional activities by 

reasoning, justifying, and commenting on otherôs ideas and produce new ideas by 

constructing on other ideas. By this way, they could develop a conceptual and 

meaningful understanding (Hallowell, Okamoto, Romo, & La Joy, 2015) of three-
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dimensional shapes (specifically for prisms and cylinder for this study). Also, 

results of the study supported that studentsô reasoning on the related issue can be 

improved with the support of DGS and argumentative classroom environment. The 

mathematical practices of this study can open a window for other researchers who 

want to study about surface area and/or volume of three-dimensional shapes in a 

similar learning environment. 

 

5.4. Conclusion and Implications 

 

The current study was conducted to make some contributions to the 

literature about eight graderôs understanding of three-dimensional shapes and what 

kind of tools can be enhanced of this understanding. The study was conducted by 

using an instructional sequence with the guide of an HLT and with the support of 

argumentations, DGS, and daily life examples. This instruction can be used in any 

school while teaching eight graders three-dimensional solid shapes. Studentsô both 

correct and incorrect thinking ways that emerged during the study were obtained. 

Moreover, the solutions were explained clearly to handle their errors and wrong 

thinking. This can be helpful for teachers and teacher educators to have an idea 

about the reactions and thinking styles of their students about the content that they 

will teach.  

To evaluate studentsô understanding and learning an instructional sequence 

was prepared with the guidance of an HLT. This context was applied to the students 

during four and half weeks by providing an argumentative collective learning 

environment that was supported by DGS and daily life examples. To evaluate 

studentsô understanding and learning about three-dimensional solid shapes, 

mathematical practices were determined including mathematical ideas that 

supported the emergence of those mathematical practices. Thus, the process 

brought some revisions according to studentsô needs. Those revisions were made in 

HLT and instructional sequence and were explained in the study. By considering 

those first and last versions of the HLT and instructional sequence, and also 

generalizing them according to their conditions and culture, teachers and 
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researchers can design their research to evaluate participantsô understanding about 

the related issue.  

Use of argumentations are effective in students understanding of geometry 

and specifically in solids (Hollebrands, Conner & Smith, 2010; Lavy, 2006; Prusak 

et al., 2012; Vincent, Chick & McCrae, 2005). In the current study, the students 

learned the conceptual understanding of the surface area and volume of the three-

dimensional shapes through argumentations (Latsi & Kynigos, 2012) by sharing 

ideas, justifying, commenting on otherôs ideas, or refusing them. When these 

positive effects of argumentations on students learning are considered, it can be 

used by teachers while designing lesson plans for geometry lessons. While 

considering this argumentative environment, it is important to guide those whole 

class discussions according to the aim of instruction. Thus, the role of the teacher 

is critical as an orchestrator of the flow of the discussion in terms of underlining 

important points, determining misconceptions or errors of students, and changing 

the direction accordingly. By this way, the teacher is also responsible for the 

construction of students understanding and learning of the related context. In this 

respect, the teacherôs knowledge and role as an orchestrator are important (Yackel, 

2002).      

DGS is an effective instructional tool for teaching and learning of geometry 

(Agyei, & Benning, 2015; Pittalis, Christou, & Pitta-Pantazi, 2012). In the current 

study, the students did not use GeoGebra software individually, instead, they 

observed the ready files on the smartboard. Thus, another study can be conducted 

by providing opportunities to the students to use GeoGebra or any other dynamic 

geometry software individually, and in this way evaluate their learning and 

understanding. Moreover, an argumentative classroom environment can be added 

to that kind of study, and their effect can be evaluated together. Furthermore, 

studentsô mathematical practices can be determined while they use DGS by 

themselves.   

This study used the emergent perspective as a framework that includes three 

dimensions as social, socio-mathematical norms and classroom mathematical 

practices. This study made a detailed analysis of mathematical practices, other 

dimensions were not the focus of the study. Thus, a research can be conducted to 
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evaluate those dimensions of social and socio-mathematical norms in detail 

(Andreasen, 2006; Roy, 2008). By this way, a complete viewpoint may be provided 

for studentsô learning and understanding of three-dimensional shapes with the 

application of instructional sequence. Moreover, RME was one of the theories that 

underline the examples of the study but there were questions related to traditional 

techniques. It is possible to conduct a study based on RME theory that includes all 

content of the instructional sequence. Usage of DGS and argumentations can be 

adopted in that kind of study and by this way, students understanding of 3-D shapes 

can be evaluated and their mathematical practices can be obtained.  

The findings of this study emerged from the setting in which this study was 

carried out. The study conducted in a public school in Turkey. Thus, it can be 

considered to be applicable for similar conditions. Some implications can be offered 

for teachers. The current study developed and tried an instructional sequence under 

the guidance of a conjectured HLT. Some changes were made in the content 

regarding the studentsô needs and their learning. The content can be applied in any 

eighth-grade classroom by doing appropriate changes according to the conditions. 

The mathematics teachers can use the instructional sequence and design their 

lessons accordingly. They can add any other instructional tools except for DGS and 

argumentations. The participating classroom included 35 students and 

argumentations could be constructed during the flow of the lessons. Thus, the crowd 

of the classroom was not an obstacle for usage of argumentations. Reversely, 

argumentations can make students involved in classroom activities more actively. 

When the teacher provides opportunities for students to express their ideas freely, 

students will have a chance to share their ideas in the classroom environment which 

construct a meaningful learning. Moreover, use of GeoGebra as an instructional 

tool can make them more interested in the context. In the current study, students 

did not use the GeoGebra individually, but only observed ready files of the 

smartboard. But even this made students give more interest lessons and better 

understanding. If the teachers have a chance to use a computer lab in their geometry 

lessons, they can use GeoGebra as a main instructional tool of the instruction. 
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APPENDICES 

 

 

A: INSTRUCTIONAL SEQUENCE  

 

 

SURFACE AREA AND VOLUME OF SOLIDS  

 

 Name the following prism and determine the basic elements.  

 

  

         

 

Fill in the blanks below.  
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The ñCube ï iliciousò Candy Company: 

 

You work for the Cube-ilicious Candy Company, a candy company that packages 

all their candy in the shape of a cube. Cube-ilicious is ready to introduce a new 

Caramel Cube, and your department is in charge of wrapping the individual pieces 

of the candy. After much searching you find a company called ñSquare Paper 

Companyò that supplies wrapping paper that is made up from individual unit 

squares of sizes of centimeters.  
 

    Wrapping Paper 1TL 

  

 

 

  

 

 

 

The Square Paper Company charges you 1 TL for 

one sheet of their ñsquareò wrapping paper! 

Write the appropriate name for each solid given in opened form.   
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Using the squared paper, you received, draw the wrapper paper you can use to 

cover the following single piece caramel candy. If you want to check, you can 

check it by cutting it with scissors after drawing. 

                                                            

 

Your Wrappers 

What is the cost of packaging the following sugars? Draw your own packaging 

design. If you want to build candies, you can ask for cubes from your teacher. 

Let's check in GeoGebra. 
 

            

 

 

 

 

A. Two caramel candies 

B. Three caramel candies 
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 [ŜǘΩǎ ŘǊŀǿ 

For each of the following candy packs, draw the wrapping paper covering the 

FRONT, BACK, RIGHT, LEFT, BOTTOM and TOP sides of the squares on the 

sides. Let's check in GeoGebra. 

 

   

                                                                                                                       

 

 

 

 

 

 

 

 C. Four caramel candies  
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Look at this! 

Draw the following shapes from the front, back, right, left, bottom and top. Let's 

check in GeoGebra. 
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PACKING TIME  

These candies are very cool! 

Our cube sugar factory is now renewing itself and producing candies in different 

shapes. We have only one problem. The wrapping paper in this factory is for cube 

candy. We need to design new wrapping paper. Do you have new packaging 

papers for the following candies? Let's check in Geogebra.       
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Find it!  

 

 

 

 

 

 

 

 

If the given shape is closed as a 

triangular prism, which points point 

A and B match with? 

Which point, the point X given in 

the net of the prism match with in 

the closed form?  
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Lost Wrappers 

Deniz, one of the employees at Cube-i-licious was making wrappers for these new 

candy cartons. The wrapper parts were on her desk, but when she went to lunch, 

Derya, the practical joker at Cube-i-licious, stole one of the wrapper parts from 

each candy carton. Can you figure out which wrapper part is missing from each 

carton below? 
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  Write the name of prisms given the nets below.  

 

 

 

 

10 cm 
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Surface Area 

To package the following shapes, find out how many pieces of square-unit 

packages should be used. Let's prove our answer. 
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Calculate surface area of each shape below. Prove your answers.  
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No unit squares 

Calculate surface area of each shape below. Prove your answer.  
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Calculate surface area of each shape below. Prove your answer.  
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Fantastic Formulas 

Have you discovered your own formula for surface area of rectangular prisms? 

Write down all your classmateôs formulas below and decide which formulas are 

valid. Include the formulas that Mr. Klausô class discovered. 

 

Student formula: 

 

Student formula: 

 

Student formula: 

 

Student formula: 

 

Pollyôs formula: 2bh + 2bw + 2wh where b stands for the length of the base, h 

the height, and w the width 

 

Richardôs formula: 6bh where b stands for the length of the base, h the height 

 

Carlaôs formula: BF + BT + BR where BF stands for the Area of the Front Face, 

BT stands for the Area of the Top Base and BR stands for the Area of the Right 

Face. 

 

 

 

 Result:  
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Find the surface area of each shape 
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Net of cylinder and surface area 

Below is a cylindrical candy box. You design a wrapping paper to cover this 

candy box. All parts of this box need a drawing for the design paper. Let's make a 

drawing of the packaging paper you designed. Let's check our results at Geogebra. 
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Which of the following rectangles would make a candy carton with the top and 

bottom below? (TWO PAGES) 
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Jimmy said that the rectangle below will wrap around to make the body of a 

cylinder with top and bottom shown. Do you agree or disagree? What is your 

evidence? 
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Find the missing parts.  
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Surface area of cylinder 

Draw and label all the parts of the wrapper for each shape below, including the 

dimensions! How many square units would it take to make each wrapper? 
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Formula page 

If you havenôt already, create your own formula for the surface area of a cylinder. 

 

 

 

Surface area: 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



312 
 

Choose the cheapest! 

You are trying to decide which shape candy we want to make into a pack and sell. 

The business department has told us to make the one that will cost the least to 

distribute. Given that each pack will have the same number of pieces in it, which 

shape of the candy would require the least amount of material to wrap? Write your 

evidence below. 

 

 

 

  

 

             Look at this!  

 

 

 

 

 

 Surface area of a cube equalizes the side 

face area of the cylinder. The length of the 

cube is equal to the height of the cylinder 

and a height of 5 cm. Find the radius of 

the cylinder. (“ σ 
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Find the name of indicated elements of cylinder below.  

The cylindrical cupboard made of steel has a 

radius of 3 cm and a height of 9 cm. Let's find 

out how many square centimeters of steel is 

used to make this cup. 
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Volume of Cylinder 

 

 

 

 

 

 

2)  

                                                                                                       

                                                                                                      

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

1) Letôs estimate the volumes of the cylinders below which are given the 

base circles and whose height is 12 br. Then calculate the volumes of these 

cylinders and compare the results to your estimates. (“ σ 

Find the volume of 

the next cylinder, 4 

cm in height and 3 

cm in diameter. 
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3) Find the volume of the cylinder with a base area of 4ˊ cm2 and a height of 6 

cm.  

 

 

 

 

4) Ali will fill half of the side of the cup with water. If the  

diameter of the cup is 4 cm and the height is 6 cm,  

how much water will be used for this process? 

 

 

 

 

 

 

5) The height of the water in the cylinder is 4 cm. If the radius is 3 cm and the 

height is 6 cm, what is the volume of the void in the cylinder?  
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B: PRE-POSTTEST 
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C: A SAMPLE PAGE FROM CONJECTURED HLT  

 

 

Phase 1 

Grade Level: 8 

Mater als: Paper, penc l, act v ty sheet, dynam c geometry f les 

Object ves: Students construct pr sms, determ ne ts bas c elements. 

                      

Lesson Plan: 

Start ng: Before start ng the lesson, teacher asks some quest ons. 

-What does pr sm mean?  

-Wh ch shapes can be descr bed as a pr sm n your home? 

Expected answers: Aquar um, refr gerator etc. 

 

Notes: 

 

 

M ddle: 

Teacher g ves the act v ty sheet to students. 

F rst quest on s for show ng the concepts percept bly.  

Students work on the ma n parts of a pr sm. 

Second quest on s for help ng them to develop the r three d mens onal mag n ng. 

Students work on the open ng pr sms. 

They try to understand the pos t ons of base and lateral surfaces. 

Teacher says that he/she s aware of three d mens onal mag n ng s a l ttle b t hard 

and t s easy to see th s n a dynam c envronment. 

Teacher opens the geogebra f le. Th s f le shows them both close and open pr sms 

at the same t me.  
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Students can eas ly see the pos t ons of lateral surfaces accord ng to the base. 

 

Notes: 

 

End: 

After these work ngs, students have more spes f c deas about pr sms.  

They learn the r names, base components and the r nets. 

 These act v t es are essent al to g ve fundamental nformat on about the subject. 

 

Expected d scuss ons 

Teacher wants students to th nk about the common propert es of these shapes. 

Teacher tr es to lead them to th nk about ñthese shapes have a base, all of them 

has an alt tudeò etc. 

 

Unexpected s tuat ons (F ll dur ng the lesson) 

Students asked the d fference between pr sms and pyram d.  

A d scuss on about camp tents and roofs of bu ld ngs 

A d scuss on about whether a cube s a pr sm or not. 

 

Add t onal comments about lesson 

There are some misconceptions to handle about properties of prisms. Students 

donôt know some properties.  

 

 

 

 

 

 

 

 



320 
 

 

 

 D: SAMPLE INFORMED CONCENT FORM -FOR TEACHER AND 

STUDENTS 

 

 

ARAķTIRMAYA G¥N¦LL¦ KATILIM FORMU 

 

Bu ­alēĸma, Orta Doĵu Teknik ¦niversitesi doktora ºĵrencisi ķule ķAHĶN 

DOĴRUER tarafēndan y¿r¿t¿lmektedir. Bu form sizi araĸtērma koĸullarē hakkēnda 

bilgilendirmek i­in hazērlanmēĸtēr. 

¢alēĸmanēn Amacē Nedir? 

Bu ­alēĸmanēn temel amacē 8. sēnēf matematik m¿fredatēnda yer alan 

Geometrik kavramlar ve uzamsal d¿ĸ¿nme ile ilgili i­erikler geliĸtirmek, bu 

i­erikleri Geogebra geometri yazēlēmē kullanarak uygulamak ve sēnēf i­i 

matematiksel pratikleri saptamak, bu i­eriklerin etkililiĵini test etmektir. 

Bize Nasēl Yardēmcē Olmanēzē Ķsteyeceĵiz? 

Araĸtērmaya katēlmayē kabul ederseniz, 2016/2017 eĵitim ºĵretim yēlēnēn 

ikinci dºneminde mayēs ayē s¿resince s¿rmesi planlanan Geometrik Cisimler 

¿nitesinin dºrt kazanēmē boyunca dersine girdiĵiniz 8. sēnēfēn derslerini 

araĸtērmacē tarafēndan tasarlanan ve birlikte geliĸtireceĵimiz etkinlikler 

­er­evesinde y¿r¿tmenizdir. Ayrēca araĸtērmacē sadece dersleri izlemekle 

kalmayēp, derslere aktif olarak katēlacaktēr.  

Sizden Topladēĵēmēz Bilgileri Nasēl Kullanacaĵēz? 

Araĸtērmaya katēlēmēnēz tamamen gºn¿ll¿l¿k temelinde olmalēdēr. 

¢alēĸmada sizden kimlik veya ­alēĸtēĵēnēz kurum/bºl¿m/birim belirleyici hi­bir 

bilgi istenmemektedir. Cevaplarēnēz tamamēyla gizli tutulacak, sadece 

araĸtērmacēlar tarafēndan deĵerlendirilecektir. Katēlēmcēlardan elde edilecek 

bilgiler toplu halde deĵerlendirilecek ve bilimsel yayēmlarda kullanēlacaktēr. 
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Saĵladēĵēnēz veriler gºn¿ll¿ katēlēm formlarēnda toplanan kimlik bilgileri ile 

eĸleĸtirilmeyecektir. 

Katēlēmēnēzla ilgili bilmeniz gerekenler: 

¢alēĸma, genel olarak kiĸisel rahatsēzlēk verecek sorular ya da etkinlikler 

i­ermemektedir. Ancak, katēlēm sērasēnda sorulardan ya da herhangi baĸka bir 

nedenden ºt¿r¿ kendinizi rahatsēz hissederseniz katēlēm iĸini yarēda bērakēp 

­ēkmakta serbestsiniz. Bºyle bir durumda ­alēĸmayē uygulayan kiĸiye, ­alēĸmadan 

­ēkmak istediĵinizi sºylemek yeterli olacaktēr.  

Araĸtērmayla ilgili daha fazla bilgi almak isterseniz: 

Bu ­alēĸmaya katēldēĵēnēz i­in ĸimdiden teĸekk¿r ederiz. ¢alēĸma hakkēnda 

daha fazla bilgi almak i­in ķule ķAHĶN DOĴRUER ile 

sule_sahinn@hotmail.com adresi ile iletiĸim kurabilirsiniz.  

 

Yukarēdaki bilgileri okudum ve bu ­alēĸmaya tamamen gºn¿ll¿ olarak 

katēlēyorum.  

(Formu doldurup imzaladēktan sonra uygulayēcēya ulaĸtērēnēz). 

 

Adē Soyadē    Tarih                Ķmza  

   

                                                                            ---/----/----- 

 

 

 

 

 

 

 

 

mailto:sule_sahinn@hotmail.com
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E: SAMPLE INFORMED CONCENT FORM -FOR PARENTS 

 

 

Veli Onay Formu 

Sevgili Anne/Baba, 

Bu ­alēĸma ķ¿k¿fe Nihal Ortaokulu matematik ºĵretmeni ve aynē zamanda 

Orta Doĵu Teknik ¦niversitesi doktora ºĵrencisi ķule ķAHĶN DOĴRUER 

tarafēndan y¿r¿t¿lmektedir.  

Bu ­alēĸmanēn amacē nedir?  

Bu ­alēĸmanēn temel amacē 8. sēnēf matematik m¿fredatēnda yer alan 

Geometrik kavramlar ve uzamsal d¿ĸ¿nme ile ilgili i­erikler geliĸtirmek, bu 

i­erikleri Geogebra geometri yazēlēmē kullanarak uygulamak ve sēnēf i­i 

matematiksel pratikleri saptamak, bu i­eriklerin etkililiĵini test etmektir. 

Hazērlanan i­eriklerin ºĵrencilerin geometrik d¿ĸ¿nme ve ilgili konulardaki 

ºĵrenmelerini geliĸtireceĵi beklenmektedir. Ayrēca, bu ­alēĸmada kullanēlan 

yºntemin, matematik dersleri i­in i­erikler geliĸtirmeyi hedefleyen diĵer 

­alēĸmalara da model olmasē ama­lanmaktadēr.  

¢ocuĵunuzun katēlēmcē olarak ne yapmasēnē istiyoruz?  

Bu ama­ doĵrultusunda, ­ocuĵunuzdan yapmasēnē istediĵimiz ekstra bir 

etkinlik yoktur. Onlar normal eĵitim ºĵretimlerine devam edeceklerdir. Bu 

­alēĸma i­in gerekli veriler matematik dersleri s¿resince toplanacaktēr. Mayēs ayē 

s¿resince matematik dersleri ­alēĸmayē d¿zenleyen ķule ķAHĶN DOĴRUER 

tarafēndan izlenecek, notlar alēnacak ve video kaydē yapēlacaktēr.  Sizden 

­ocuĵunuzun katēlēmcē olmasēyla ilgili izin istediĵimiz gibi, ­alēĸmaya 

baĸlamadan ­ocuĵunuzdan da sºzl¿ olarak katēlēmēyla ilgili rēzasē mutlaka 

alēnacaktēr.  

¢ocuĵunuzdan alēnan bilgiler ne ama­la ve nasēl kullanēlacak?  
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Derste toplanan veriler tamamen gizli tutulacak ve sadece araĸtērmacē ķule 

ķAHĶN DOĴRUER tarafēndan deĵerlendirilecektir. Elde edilecek bilgiler sadece 

bilimsel ama­la kullanēlacak, ­ocuĵunuzun ya da sizin ismi ve kimlik bilgileriniz, 

hi­bir ĸekilde kimseyle paylaĸēlmayacaktēr. 

¢ocuĵunuz ya da siz ­alēĸmayē yarēda kesmek isterseniz ne 

yapmalēsēnēz?  

Katēlēm sērasēnda herhangi bir uygulama ile ilgili baĸka bir nedenden ºt¿r¿ 

­ocuĵunuz kendisini rahatsēz hissettiĵini belirtirse, ya da kendi belirtmese de 

araĸtērmacē ­ocuĵun rahatsēz olduĵunu ºngºr¿rse, ­alēĸmaya sorular 

tamamlanmadan ve derhal son verilecektir. ķayet siz ­ocuĵunuzun rahatsēz 

olduĵunu hissederseniz, bºyle bir durumda ­alēĸmadan sorumlu kiĸiye 

­ocuĵunuzun ­alēĸmadan ayrēlmasēnē istediĵinizi sºylemeniz yeterli olacaktēr.  

Bu ­alēĸmayla ilgili daha fazla bilgi almak isterseniz: ¢alēĸmaya 

katēlēmēnēzēn sonrasēnda, bu ­alēĸmayla ilgili sorularēnēz yazēlē bi­imde 

cevaplandērēlacaktēr. ¢alēĸma hakkēnda daha fazla bilgi almak i­in ķule ķAHĶN 

DOĴRUER ile okulda ya da sule_sahinn@hotmail.com mail adresi yoluyla 

iletiĸim kurabilirsiniz. Bu ­alēĸmaya katēlēmēnēz i­in ĸimdiden teĸekk¿r ederiz. 

Yukarēdaki bilgileri okudum ve ­ocuĵumun bu ­alēĸmada yer almasēnē 

onaylēyorum (L¿tfen alttaki iki se­enekten birini iĸaretleyiniz. 

 

Evet onaylēyorum___           Hayēr, onaylamēyorum___ 

Annenin (ya da Babanēn) Adē-soyadē: ______________  

¢ocuĵun adē soyadē: ________________ 

Bug¿n¿n Tarihi: ________________  Ķmza:  

 (Formu doldurup imzaladēktan sonra araĸtērmacēya ulaĸtērēnēz). 

 

mailto:sule_sahinn@hotmail.com
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H: TURKISH SUMMARY / T¦RK¢E ¥ZET 

 

 

Giriĸ 

Okul matematiĵinde geometri ºĵretimi ºnemli bir yer tutar. Geometrik 

d¿ĸ¿ncenin en ºnemli par­asē iki veya ¿­ boyutlu uzayda geometrik ĸekiller ve 

bunlarē ­eĸitli yºnlerden incelemektir (NTCM, 2000). Geometri derslerinde, 

ºĵrenciler geometrik ĸekiller ve yapēlar arasēndaki iliĸkileri deĵerlendirir (Keĸan ve 

¢alēĸkan, 2013). Geometriyi etkili bir ĸekilde ºĵrenmek ve ºĵretmek ºnemlidir. 

Tersi durumda, ºĵrenciler anlamaya ­alēĸmak yerine geometrik kavramlarē ve 

form¿lleri ezberlemeyi tercih ederler (Fuys, Geddes ve Tischler, 1988). 

Baki (2001), ºĵrencilerin uygun problem ­ºzme stratejilerini kullanarak 

fiziksel d¿nyayē anlayarak ve anlatarak geometriyi ºĵrenmeleri gerektiĵini 

belirtmektedir. Fiziksel d¿nyamēz sadece iki boyutlu ¥klid geometrisi ile 

a­ēklanamaz. ¢¿nk¿ kullandēĵēmēz, gºrd¿ĵ¿m¿z, ¿rettiĵimiz, yani sahip 

olduĵumuz her ĸey ¿­ boyutlu geometrik bir ĸekle sahiptir (G¿ven ve Kosa, 2008). 

Aynē ĸekilde, Pittalis ve Constantinou (2010), bu t¿r d¿ĸ¿ncenin ñbireylerin 

mek©nsal imgeler yaratmalarēnē ve ­eĸitli pratik ve teorik problemleri ­ºzmede 

manip¿le etmelerini saĵlayan bir zihinsel aktivite bi­imiò olduĵunu belirtmektedir 

(s. 191). Sack (2013) bu ifadeyi ĸekil, boyut, yºn, konum veya yºnde herhangi bir 

nesnenin veya s¿recin anlamēnē elde etmek olarak ºzetlemektedir. Bu nedenle, 

bir­ok ulusal belge (NCTM, 1989, 2000), t¿m ºĵrencilerin g¿nl¿k yaĸamda ve 

gelecekteki kariyerlerinde ºnemli ve yararlē olduklarēndan mek©nsal becerilerini 

geliĸtirmek i­in gºrselleĸtirme yoluyla ¿­ boyutlu ĸekillerle ­alēĸma fērsatlarēna 

sahip olmalarēnēn gerekliliĵini belirtmiĸtir. Ayrēca, ¿­ boyutlu d¿ĸ¿nme 

yeteneklerinin ºnemi, araĸtērmacēlar tarafēndan matematiksel ve bilimsel disiplinler 

arasēnda dile getirilmiĸtir. Bu ºneme raĵmen, katē cisimler, ­okgenler, ¿­genler, 

geometrik oran, geometrik dºn¿ĸ¿m konularē ºĵrenciler tarafēndan ºĵretme ve 

ºĵrenme a­ēsēndan en sorunlu olanlar olarak tanēmlanmaktadēr. Dahasē, ºĵrenciler 

bu kavramlarē anlaĸēlmasē zor olarak tanēmlarlar (Adolphus, 2011). Bu anlamda, 
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araĸtērmalar, uzamsal d¿ĸ¿nme yeteneklerinin uygun ºĵrenme deneyimleri yoluyla 

ºĵrenilebileceĵini gºstermiĸtir (Alqahtania ve Powell, 2017; Ganesh, Wilhelm ve 

Sherrod, 2009; Marchis, 2012). 

Bu baĵlamda, ºrneĵin, Yackel ve Cobb (1996) matematiĵin hem bireysel 

­alēĸmayē hem de t¿m sēnēf tartēĸmalarēna katēlarak ve ­alēĸmalarēnē daha geniĸ bir 

toplumda a­ēklayarak ve haklē gºstererek iĸbirlik­i ­alēĸmayē i­erdiĵini iddia 

ederler. Ayrēca, ­eĸitli ­alēĸmalarda (Bauersfeld, Krummheuer, & Voigt, 1988; 

Cobb, Boufi, McClain ve Whitenack, 1997; Giannakoulias, Mastorides, Potari ve 

Zachariades, 2010; Mueller, 2009), matematik sēnēflarēnda tartēĸma ortamēnēn 

oluĸturulmasēnēn ºnemi ve sēnēf normlarēnēn a­ēklama, gerek­e gºsterme ve 

arg¿mantasyon s¿re­leriyle karakterize edildiĵini belirtilir. Dolayēsēyla, 

matematiĵin bir alt alanē olarak, tartēĸmacē sēnēf ortamēnē geometri sēnēflarēna 

uyarlamak uygundur. Bu sayede ºĵrencilerin geometrik yapē ve teoremleri 

arasēndaki iliĸkileri fikir alēĸveriĸinde bulunarak anlamalarē yararlē olabilir. Ek 

olarak, bilimsel tartēĸma s¿recini tartēĸērken, S¿r¿c¿, Newton ve Osborne, (2000) 

tartēĸmacē i­eriĵin derin kavramsal anlayēĸēnē desteklediĵine karar vermiĸtir. 

Dahasē, ­eĸitli araĸtērmalar tartēĸma ortamēnēn baĸkalarēnēn fikirlerini doĵrulayarak 

ve eleĸtirerek matematiĵin ve geometrinin kavramsal anlayēĸēnē artērdēĵēnē 

desteklemektedir (Abi-El-Mona ve Abd-El-Khalick, 2011; Jonassen ve Kim, 2010; 

Osborne, Erduran ve Simon, 2004; Zembaul-Saul, 2005). Bu baĵlamda, 

ºĵrencilerin kavramsal anlayēĸēnē arttērmak i­in geometride tartēĸma ortamēnēn 

dahil etmek yararlē olabilir. 

Yine aynē kapsamda, uzun yēllar boyunca, araĸtērmalar matematik ºĵretimi 

ve ºĵreniminin sosyolojik yºn¿ne odaklanmēĸtēr. Spesifik olarak, odak noktasē sēnēf 

matematiksel uygulamalarē oluĸturarak iĸ birlik­i ºĵrenmeyi saĵlamak olmuĸtur 

(Ball & Bass, 2000; Cobb & Bauersfeld, 1995; Cobb, Stephan, McClain ve 

Gravemeijer, 2011; Stephan ve Rasmussen, 2002). Bu ­alēĸmalar, genel olarak 

matematik ºĵretimi ve ºĵreniminin sosyal yºn¿ne odaklanmayē tercih ederler, 

­¿nk¿ matematiĵin, matematik yaparak topluluk i­inde daha iyi ºĵrenileceĵi 

savunulur (Cobb, Yackel, & Wood, 1992; Yackel & Cobb, 1996). Literat¿rdeki 

­alēĸmalar, sēnēf matematik uygulamalarēnēn farklē yºnlerine ve tanēmlarēna 

odaklanmēĸtēr. ¥rneĵin, Bowers, Cobb ve McClain (1999), matematiksel 
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uygulamalarē ñfikir birliĵine  varēlmēĸ ve dolayēsēyla gerek­elendirmenin ºtesinde 

matematiksel olarak hareket etme ve akēl y¿r¿tme bi­imlerindeki deĵiĸimlere 

odaklanmaò olarak tanēmlamēĸtēr (s.28). 

Sēnēf matematiksel uygulamalarē belirli matematiksel fikirleri tartēĸērken 

ortaya ­ēkar ve bu fikirlerin paylaĸēlmasē, tartēĸēlmasē ve akēl y¿r¿tmesinin bir 

yoludur (Cobb, Stephan, McClain ve Gravemeijer, 2011). Benzer bir tanēm, 

Bowers, Cobb ve McClain (1999) tarafēndan ñºĵretmen ve ºĵrencilerin problemleri 

ve ­ºz¿mleri tartēĸtēklarē yollarò olarak tanēmlanēr ve bu uygulamalar belirli gºrev 

durumlarēnda simgeleĸtirme, tartēĸma ve doĵrulama ara­larēnē i­erir (s.28). Bu 

tanēmlarēn baĸlangē­ noktalarē, ºĵrenme s¿recinin bireysel ve sosyal yºnleridir. 

Tanēmlarda da belirtildiĵi gibi, matematiksel uygulamalar, matematiksel olarak akēl 

y¿r¿tme, tartēĸma ve tartēĸmanēn ortak yollarēnē i­erir. Cobb, Wood, Yackel ve 

McNeal (1992), paylaĸēlan fikirleri, sēnēfsal matematik uygulamalarēnēn ortaya 

­ēkmasēyla sonu­lanan matematiksel a­ēklamalar, gerek­eler, sembolleĸtirmeler 

olarak tanēmlar. Buna gºre, matematik uygulamalarēnēn ortaya ­ēkmasēnēn sēnēf 

¿yeleri arasēndaki sosyal etkileĸim ile g¿­l¿ bir ĸekilde iliĸkili olduĵu sonucuna 

varēlabilir. Sosyal a­ēdan aktif bir sēnēf ortamē yaratarak, ºĵrenciler matematik 

ºĵretimi s¿recine katēlmaya ve daha gºn¿ll¿ olarak ºĵrenmeye motive olabilir 

(Cobb ve Yackel, 1996). 

Belirli matematiksel fikirleri tartēĸērken matematiksel uygulamalar ortaya 

­ēkmaktadēr. Yukarēda bahsedildiĵi gibi, matematiksel uygulamalar, ºĵrencilerin 

belirli bir matematiksel baĵlamē anlama, a­ēklama, haklē ­ēkarma, ­¿r¿tme, mantēk 

y¿r¿tme bi­imleri ve onlarē sēnēf topluluĵu tarafēndan paylaĸēlmalarēnē saĵlar 

(Bowers). & Cobb, 1999; Cobb ve arkadaĸlarē, 2011; Stephan, Cobb & 

Gravemeijer, 2003). Sēnēf matematik uygulamalarēnē tanēmlamak i­in, ºĵrencilerin 

akēl y¿r¿tme yollarē ve yansēmalarē baĸlangē­ noktasē olarak alēnēr. ¥ĵrencilerin 

fikirleri ve akēl y¿r¿tmeleri, sēnēf tartēĸmalarē ve belirli bir i­erikteki aktiviteler 

sērasēnda ortaya ­ēkar (Stephan, Bowers, Cobb ve Gravemeijer, 2003). Bºylece, 

ºĵrencilerin bireysel uygulamalarēnē da i­eren sosyal ºĵrenme, sēnēf matematik 

uygulamalarēnēn odak noktasēdēr. Buna gºre, sēnēf i­i sºylem ve ºĵrenme 

ara­larēnēn kullanēmē da dahil olmak ¿zere ºĵrenme ortamē hakkēndaki veriler, sēnēf 
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matematik uygulamalarēnēn oluĸturulmasē olan sēnēfēn sosyal yºn¿n¿ oluĸturur 

(Stephan ve Rasmussen, 2002). 

Tasarēm tabanlē araĸtērmalarēn ºzellikleri ile uyumlu olarak, geometrik 

kavramlar i­in varsayēma dayalē bir ºĵrenme yolu ile bir ºĵretim dizisinin 

hazērlanmasē, ºĵrencilerin i­erik hakkēnda etkili bir ĸekilde d¿ĸ¿nmelerine ve 

ºĵrenmelerine yardēmcē olabilir. Dahasē, bu etkinlikleri sēnēf i­i tartēĸmalarla 

desteklemek, ºĵrenciler fikirlerini baĸkalarēyla paylaĸma ĸansēna sahip 

olacaklardēr. Yine, belirli bir i­erik hakkēndaki tartēĸmalar, ºĵrenciler arasēnda 

aktarēlan fikirlerin, matematiksel uygulamalarēn inĸasēnēn bir yolu olan, paylaĸēlan 

fikirler olarak ortaya ­ēkmasēnē saĵlar (Cobb, Gravemeijer, Yackel, McClain ve 

Whitenack, 1997). Bu baĵlamda, mevcut ­alēĸmada, sēnēf tartēĸmalarēnēn 

oluĸturduĵu matematiksel uygulamalar katē cisimler konusu kapsamēnda 

deĵerlendirilmiĸtir. 

MEB (2013), matematik ve geometri derslerinde teknolojinin kullanēmēnēn 

ºĵrencilerin d¿ĸ¿nme ve mek©nsal yeteneklerini geliĸtirdiĵini vurgulamēĸtēr. 

Geometri ºĵretimi, ¿­ boyutlu katē cisimlerin ºĵrenimine ºzel bir dikkat 

i­ermelidir. ¥zellikle, bu katē cisimleri gºrselleĸtirme becerileri ve temsili s¿rekli 

bir geliĸime sahip olmalēdēr. Ben-Chaim, Lappan ve Hoaung (1988), ortaokul ve 

lise ºĵrencilerine uygun stratejiler kullanarak uzamsal d¿ĸ¿ncenin baĸarēlē bir 

ĸekilde ºĵretilip geliĸtirilebileceĵini belirtmektedir. Bu baĵlamda eĵitimciler, 

teknolojinin uygun bir strateji olarak kullanēlmasēnēn, matematiĵin ve ºzellikle 

geometri ºĵrenim ve ºĵretiminin etkili bir ĸekilde destekleyebildiĵine 

inanmaktadēr (McClintock, Jiang ve July, 2002). 

Geometri derslerinde kullanēlabilecek, kelime iĸlemci ve elektronik tablolar 

gibi bir ­ok ­eĸitli teknolojik ara­lar vardēr. Ancak, dinamik geometri yazēlēmē (bu 

­alēĸmada DGY olarak kēsaltēlmēĸtēr) daha ºĵrenci merkezli ºĵrenme ortamlarē 

oluĸturmak i­in daha etkili bir ara­tēr (Hannafin, Truxaw, Vermillion, ve Liu, 

2008). NCTM (2000), geometrinin etkili bir ĸekilde ºĵrenmesini saĵlamak i­in 

somut nesneler, ­izimler ve dinamik geometri yazēlēmlarēnē kullanmasēnēn ­ok 

ºnemli olduĵunu belirtmektedir. DGY'yi eĵitim alanēnda kullanarak ve dinamik 

bilgisayar ekranēna aktararak, ºĵrenciler i­in k©ĵēt ve kalem kullanmadan yapēlar 

arasēndaki iliĸkileri deĵerlendirmek, hipotez geliĸtirmek, teoremleri test etmek 
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m¿mk¿n hale gelmiĸtir (G¿ven ve Karataĸ, 2003). Araĸtērmacēlar, DGY'nin 

ºĵrencilere dinamik ºzellikleriyle yaygēn olarak kullanēlan k©ĵēt-kalem 

­alēĸmalarēndan ­ok daha soyut yapēlara odaklanma fērsatē verdiĵini gºstermiĸtir 

(Hollebrands ve Okumuĸ, 2018). Bu uygulamalar ºĵrencilerin zihinde canlandērma 

kullanēmlarēnē arttērēr. Bu artēĸ sezgi yolunu a­ar ve bu yollar kullanēldēĵēnda, 

ºĵrenci analiz edebilir, hipotez ve genelleme yapabilir. Bu doĵrudan ºĵrencinin 

problem ­ºzme becerilerini geliĸtirecektir (Baki, 2001). DGY, araĸtērma yoluyla 

deneyim ve ºĵretme geometrisini destekleyen ºzellikleriyle, yēllar boyunca aynē 

ĸekilde ºĵretilen geometriye alternatif olanaklar sunmaktadēr (Edwards, 1997). 

Geometri ºĵretiminde, dinamik geometri yazēlēmē kullanēlarak, ºĵrenciler 

geometrik ­izimler oluĸturabilir veya ºĵretmen tarafēndan hazērlanan dinamik 

geometrik ĸekiller ¿zerinde etkileĸimli araĸtērmalar yapabilir (MEB, 2013); ve bu 

sayede ºĵrencilerin geometri ºĵrenmeleri DGY ortamlarēnda faaliyetlerine aracēlēk 

ederek desteklenebilir (Alqahtania & Powell, 2017).  

Ger­ek­i matematik eĵitimi, matematik alanēna ºzel bir ºĵretim teorisidir 

(Van den Heuvel-Panhuizen ve Drijvers, 2014). Gravemeijer ve Cobb (2013) 'a 

gºre, bu teori matematiĵin hazēr bir ¿r¿n olarak kullanēldēĵē ºĵretim yaklaĸēmlarēna 

bir cevap olarak ortaya ­ēkmēĸtēr. Freudenthal (1973), bu teoriyi savunarak, 

matematiĵin ºncelikle ºĵrenciler i­in bir dizi etkinlik olmasē gerektiĵini savundu. 

¥ĵretmenin rehberliĵinde yeniden bir buluĸ dºnemi ve hazērlanan matematiksel 

etkinlikler ºĵrencilerin matematik hayal g¿c¿n¿ kullanmalarēnē teĸvik edecek 

ĸekilde olmalēdēr. Buna gºre i­eriĵin baĸlangē­ noktasē ºĵrenciler i­in ger­ek­i 

olmalēdēr. Daha a­ēk olarak, problem durumlarē ºĵrencilerin hayal edebileceĵi, 

mantēk y¿r¿tebilecekleri ve ­ºz¿mde aktif olarak yer alabilecekleri ĸekilde 

sunulmalēdēr. Bu s¿re­teki temel ama­, ºĵrenciler tarafēndan geliĸtirilen 

matematiĵin onlar i­in ger­ek olmasē gerektiĵidir. Baĸka bir deyiĸle, kiĸinin 

matematik ºĵrenmesi ger­ek hayatla ne kadar birleĸtiĵine baĵlēdēr (Gravemeijer ve 

Cobb, 2013). Bu baĵlamda, ºĵrencilere, i­erik hakkēnda d¿ĸ¿necekleri, 

tartēĸacaklarē, ifade ettikleri fikirlerini haklē ­ēkaracaklarē, baĸkalarēnēn akēl y¿r¿tme 

bi­imlerini kabul ettikleri veya reddettikleri, planlē ve ºngºr¿len bir ºĵrenme 

yºr¿ngesi ve etkinlik dizilerini i­eren ºĵretim dizisi ile ºĵrencilere bir ºĵrenme 

ortamē saĵlamak i­in tasarēm temelli bir araĸtērma y¿r¿tmek uygun olacaktēr. 
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Bu baĵlamda, ­alēĸmayē yºnlendiren araĸtērma sorularē aĸaĵēdaki gibidir: 

 

1. ¥ĵrencilerin, hazērlanan ºĵretim dizisi sērasēnda geliĸtirdikleri 

matematiksel uygulamalarē destekleyen matematiksel fikirler nelerdir? 

 

2. Bu i­erik kapsamēnda hazērlanan ºĵretim dizisinin, ºĵrencilerin bu 

i­erikte dinamik geometri yazēlēmēnē kullanarak baĸarēlarē ¿zerinde herhangi bir 

etkisi var mēdēr? 

 

Yºntem 

 

Mevcut araĸtērmada, arg¿mantasyon ve DGS'nin desteĵiyle katē cisimler 

kapsamēnda sekizinci sēnēflarēn ºĵrenme ortamēnēn doĵru ve derin bir ĸekilde 

anlaĸēlmasē i­in tasarēm tabanlē bir araĸtērma yaklaĸēmē kullanēlmēĸtēr. 

Eĵitim araĸtērmasē i­in yeni bir metodoloji olarak tasarēm tabanlē 

araĸtērmanēn ortaya ­ēkēĸē, mevcut y¿zyēlēn ilk yēllarēna denk gelmektedir 

(Anderson ve Shattuck, 2012) ve bu s¿re boyunca artan bir pop¿lerlik gºstermiĸtir 

(Barab ve Squire, 2004). Saygēn dergilerin, saygēn yazarlarēn ve eĵitimci 

araĸtērmacēlarēn ­oĵu, eĵitim alanlarēndaki kaliteyi artērmak i­in tasarēm temelli 

araĸtērma potansiyelini keĸfetmiĸtir (Anderson ve Shattuck, 2012). Bºylelikle bu 

metodolojinin kullanēmēna matematik eĵitiminde giderek artan bir ilgi 

gºsterilmiĸtir (Cobb, 2003). 

Tasarēm Tabanlē ¢alēĸma Topluluĵu (2003), tasarēm tabanlē araĸtērmanēn 

bazē temel ºzelliklerini ĸºyle ifade etmiĸtir; genellikle belirlenen bir s¿re boyunca 

tek bir ortamda y¿r¿t¿l¿r; tasarēm, uygulama, analiz ve yeniden tasarēm dºng¿lerini 

i­erir; t¿m ­alēĸma s¿recine iliĸkin belgelerin ve sonu­larēn baĵlanmasē; araĸtērmacē 

ve katēlēmcē iĸ birliĵi ve pratikte kullanēlabilecek bilgi birikimi. 

Cobb ve arkadaĸlarē, (2003), tasarēm tabanlē araĸtērma i­in beĸ ºzellik 

ºnerirler. Birincisi, yukarēda belirtilen ºĵrenme s¿reci hakkēnda teoriler 

geliĸtirmektir. Ķkinci ºzellik, araĸtērmacēlarēn eĵitimsel geliĸmeleri kendi doĵal 

ortamlarēnda deĵerlendirebilmeleri i­in fērsatlar sunan m¿dahaleci ºzelliklerle 

ilgilidir. ¦­¿nc¿s¿, tasarēm tabanlē araĸtērmanēn ileriye dºn¿k ve yansētēcē 
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olmasēdēr. Ķleriye dºn¿k oluĸu, varsayēma dayalē bir ºĵrenme yºr¿ngesine eĸlik 

ederek ºĵrenmenin olasē yollarēnē dikkate alērken; yansētēcē taraf, test, reddetme, 

¿retme veya tekrar test etme gibi deneylerin birka­ aĸamasēyla ilgilidir. Bu iki 

ºzellik metodolojinin dºng¿sel bir s¿rece sahip olmasēnē saĵlar. Dºrd¿nc¿, 

yinelenen ºzellik, ileriye dºn¿k ve yansētēcē ºzelliklerden oluĸur ve dºng¿sel 

s¿re­le ilgilidir. Ve son ºzellik, uygulama sērasēnda teoriyi ger­ek d¿nyada 

uygulanabilecek ĸekilde geliĸtirmektir (Cobb ve ark., 2003). 

Tasarēm araĸtērmasē, eĵitim pratiĵinde karmaĸēk problemler i­in araĸtērma 

temelli ­ºz¿mlerin geliĸtirilmesi ile ilgilidir, ­¿nk¿ ºĵrenme ve ºĵretme s¿re­leri 

teoriler geliĸtirmeyi veya doĵrulamayē ama­lamaktadēr. Tasarēm ­alēĸmasēnēn 

amacē ne olursa olsun, araĸtērma s¿reci her zaman sistematik eĵitim tasarēm 

s¿re­lerini i­erir (Plump, 2013). Yine, tasarēm araĸtērmasē, araĸtērmaya dayalē 

­ºz¿mlerin geliĸtirilmesi ile ilgilidir. Yazarlar, tasarēm temelli araĸtērmalarēn 

ayrēntēlarēnē resmetmek i­in ­eĸitli gºsterimler kullanabilirler, ancak genellikle 

­eĸitli aĸamalara sahip olduklarēnē kabul ederler (Plump, 2013). ¥rneĵin Cobb ve 

ark. (2003), tasarēm ­alēĸmasēnē hazērlama, ­alēĸmayē y¿r¿tme ve daha sonra geriye 

dºn¿k analiz olarak bu aĸamalardan sºz etmektedir. Ayrēca, ­eĸitli araĸtērmacēlar 

raporlarēnda aynē kategoriyi kullanmēĸlardēr (Cobb, Gresalfi ve Hodge, 2009; 

Gravemeijer ve Cobb, 2006; Gravemeijer ve Cobb, 2013). 

Tasarēm temelli araĸtērmanēn ilk aĸamasēna gºre, yerel bir ºĵretim teorisinin 

sēnēf uygulamalarē sērasēnda deĵerlendirilip gºzden ge­irilebileceĵi 

vurgulanmaktadēr. Devam eden s¿re­te ºĵrenme hedefleri netleĸtirilmeli, ºĵretim 

baĸlangē­ ve bitiĸ noktalarē belirlenmelidir. ¥ĵrenme hedeflerinin belirlenmesi, 

deĵerlendirme veya tarih yoluyla olabilir. Bir okul m¿fredatēnēn verildiĵi ĸekilde 

kullanēlmamasē ºnemlidir, ºĵrenciler i­in en iyi ĸekilde incelenmeli, yeniden 

d¿zenlenmeli ve tanēmlanmalēdēr. Ķ­eriĵin ana fikri burada da ºnemli bir noktadēr 

(Gravemeijer & Cobb, 2013). 

Bu ­alēĸma, prizmanēn temel ºzellikleri ve elemanlarē, prizmalarēn y¿zey 

alanē, silindirin y¿zey alanē ve hacmi baĵlamēnda tasarlanmēĸtēr. Sēnēfēn ºĵrenme 

ge­miĸine bakēldēĵēnda, sekizinci sēnēf ºĵrencilerinin ve ¿­ boyutlu ĸekilleri i­erik 

ile iliĸkilendirebilecekleri iki boyutlu ĸekiller konusu hakkēnda ºn ºĵrenmeleri 

vardēr. Dahasē, bir prizmanēn ne olduĵu ve bir k¿p¿n ne olduĵu ve ºzellikleri 
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hakkēnda bilgi sahibidirler. Bu mevcut ­alēĸma i­in ºnemli bir konudur, ­¿nk¿ 

katēlēmcē ºĵrencilerden konu hakkēnda fikir ¿retip sēnēf i­i tartēĸmalara 

katēlabilmeleri ve matematiksel uygulamalar ¿retebilmeleri i­in, ºnceden sahip 

olduklarē bilgileri kullnabilmeleri beklenmiĸtir. Baĸlangē­ noktasēnēn belirlenmesi 

i­in Gravemeijer ve Cobb (2013) b¿t¿n sēnēfēn yazēlē testleri, gºr¿ĸmeleri veya 

performans deĵerlendirmeleri gibi deĵerlendirmeler yapmayē ºnermektedir. 

Mevcut ­alēĸma i­in, ­alēĸmaya baĸlamadan ºnce katēlēmcē sēnēfa ºn test 

uygulanmēĸtēr.  

Yine, mevcut ­alēĸmanēn hazērlanma s¿reci i­in, sēnēf k¿lt¿r¿, akēllē tahtalar, 

dinamik geometri yazēlēmē, somut ºĵrenme materyalleri ve ­alēĸma sayfalarē gibi 

ºĵretim s¿recinde kullanēlabilecek mevcut ºĵretim ara­larē ºĵretim dizisine entegre 

edilerek, ºĵrenci ihtiya­larē ve gºre ulusal m¿fredat ile tutarlē olarak tasarlanmēĸtēr. 

Ayrēca, planlar, eĵer gerekliyse, i­erikte herhangi bir deĵiĸiklik veya geliĸme 

yapmanēn m¿mk¿n olabileceĵi ĸekilde esnek bērakēlmēĸtēr. ¢alēĸma form¿le 

edilirken sēnēf k¿lt¿r¿ ve ºĵretmenin proaktif rol¿ dikkate alēndē. ñSēnēf normlarē 

neler, ne t¿r tartēĸmalar olabilir, ne t¿r aktiviteler ºĵrencileri sēnēf tartēĸmalarēna 

katēlmaya motive edebilir, konuyu dikkatleri ¿zerine ­ekerek, sēnēf tartēĸmalarēnē 

nasēl baĸlatabilir ve uygulayabilirò mevcut ­alēĸmanēn tasarēmēnē form¿le etmek 

i­in oluĸturulan temel sorulardē. Ayrēca, ­alēĸmanēn tasarēmēnē form¿le etmek i­in, 

bir yol olarak izleyebilmek i­in varsayēma dayalē ºĵrenme yºr¿ngesi 

oluĸturulmuĸtur. Bu ºĵrenme yºr¿ngesi, toplamda dºrt bu­uk hafta ve her hafta 

i­in yedi ders saati olarak planlandē. 

Tasarēm tabanlē araĸtērma modelinin ikinci kēsmē oluĸturulan ºĵretim 

dizisinin ve varsayēma dayalē ºĵrenme yºr¿ngesinin uygulanma s¿reci ger­ekleĸir 

(Gravemeijer ve Cobb, 2006). Bu ­alēĸma i­in, veri toplama ve ¿retim s¿reci, 

varsayēma dayalē ºĵrenme yºr¿ngesinin aĸamalarēnēn uygulanmasēnē i­ermiĸtir. Bu 

s¿re­, haftalēk mini dºng¿ler i­eren bir b¿y¿k dºng¿den oluĸuyordu. Haftada yedi 

dersten ve toplam dºrt bu­uk hafta sonra ­alēĸma tamamlandē. ¥ĵretim dizisi ve 

ºĵrenme aktiviteleri hazērlanērken yapēlmēĸ araĸtērmalar, ºĵrencilerin d¿ĸ¿nme ve 

ºĵrenme d¿zeyleri dikkate alēnmēĸtēr. Ķlk hazērlanan aktiviteler, katēlēmcē olmayan 

sekizinci sēnēftan on rastgele se­ilmiĸ ºĵrenciye uygulandē. On ºĵrenciden toplanan 

bu veriler doĵrultusunda, araĸtērma ekibi ­alēĸma sayfalarē ve ºĵretim dizileri 
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¿zerinde revizyonlar yaptē ve ana ­alēĸma bununla baĸladē. Revize etme, ºĵrenme 

yºr¿ngesi ve i­erik ana ­alēĸmada uygulanmēĸtēr. Ancak, bu s¿re­te, ºĵretim 

dizisinde, varsayēma dayalē ºĵrenme yºr¿ngesinde ve sonraki derslerin 

etkinliklerinde ºĵrencilerin ihtiya­larē doĵrultusunda yapēlan bazē deĵiĸiklikler 

olmuĸtur. ¥ĵretim dizisi boyunca ºĵrenciler bireysel olarak ve bazen ­iftler halinde 

­alēĸmaya devam ettiler. Bu ­alēĸmalar sērasēnda, katēlēmcē ºĵretmen ve araĸtērmacē, 

­alēĸmalarēn ilerleyiĸini, ºĵrencilerin nasēl farklē d¿ĸ¿nd¿klerini ve sēnēfta 

tartēĸabilecekleri konularē belirlemek i­in ºĵrencileri veya ­alēĸma gruplarēnē 

kontrol etmiĸlerdir. ¥ĵrencilerin bireysel veya ikili grup ­alēĸmasē tamamlandēktan 

sonra sēnēf tartēĸmalarē baĸladē ve ºĵrencilerin farklē yorumlarē, gºsterileri, sorularē 

nedenleriyle birlikte deĵerlendirildi. Bu s¿re­, t¿m ­alēĸma boyunca takip 

edilmiĸtir. 

Tasarēm tabanlē bir ­alēĸmanēn son aĸamasēnda ge­miĸe yºnelik analiz 

yapēlēr. Bu bºl¿m, ºĵrencilerin ihtiya­larēna gºre yapēlan ºĵretim dizisinin 

uygulanmasē sērasēnda ortaya ­ēkan revizyonlarē a­ēklamaktadēr. Tasarēm tabanlē 

­alēĸmanēn amacē, bilgi edinme ve ºĵrenme ortamē ile ºĵrencilerin ºĵrenmesi 

arasēndaki iliĸkiyi anlamaya yºnelik olduĵundan, ­eĸitli kaynaklardan ­eĸitli veri 

setlerini toplamak ve bu ­alēĸma sērasēnda ºĵrencilerin d¿ĸ¿nme s¿recini 

deĵerlendirmek bir zorunluluktur (Gravemeijer ve Cobb, 2013). Ana ama­, b¿y¿k 

veri setini sistematik ve doĵru bir ĸekilde analiz etmektir. Veri analizi s¿recinin 

g¿venilirliĵini saĵlamak i­in, deneyin t¿m adēmlarēnēn belgelenmesi gerekir. 

¢alēĸmanēn baĸlangēcēndan itibaren, ­alēĸma boyunca ve geriye dºn¿k analiz olarak 

­alēĸmanēn sonunda deĵerlendirmeler yapēlmalēdēr. (Gravemeijer ve Cobb, 2013, 

Gravemeijer ve van Eerde, 2009). Buna gºre, ­alēĸmanēn baĸlangēcēnda, ­alēĸma 

boyunca ve bitiĸte geriye dºn¿k olarak araĸtērmacē ve katēlēmcē ºĵretmen tarafēndan 

deĵerlendirmeler yapēlarak ºĵrenci ihtiya­larē doĵrultusunda gerekli deĵiĸiklikler 

yapēlmēĸtēr.  

Katēlēmcēlar 

Nitel bir araĸtērma ­alēĸmasēnēn ºzellikleriyle ilgili olarak, katēlēmcē sayēsē 

sēnērlē kalmēĸtēr. Ama­ bulgularēn genelleĸtirilmesi ile ilgili olmadēĵēndan, ­alēĸma 

Ankara ili, Yenimahalle il­esinde bir devlet okulunda ger­ekleĸtirilmiĸtir. Mevcut 

­alēĸma, araĸtērmacēnēn ­alēĸtēĵē okulda ger­ekleĸtirilmiĸtir. Bu okul ve katēlēmcē 
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ºĵretmen gºn¿ll¿l¿klerinden ve kolay eriĸilebilirlik nedeniyle se­ildi (Fraenkel ve 

Wallen, 2014). 

Katēlēmcē sēnēf, toplamda 16 kēz ve 19 erkek, 35 ºĵrenciden oluĸuyordu ve 

katēlēmcē ºĵretmen tarafēndan, sēnēf i­i iletiĸim becerileri ve sēnēf etkinliklerine ve 

tartēĸmalarēna katēlmaya istekli olmalarēna gºre se­ilmiĸtir.  

 

Veri Toplama 

Toplanan veriler; (a) t¿m derslerin video kasetlerini, ºĵrenim ortamēndan 

ayrēntēlē alan notlarēnē ve ºĵrencilerin yazēlē ­alēĸmalarēnē i­eren sēnēf temelli 

veriler; (b) okul araĸtērma ekibi toplantēlarēndan gelen tartēĸmalarēn ses kayētlarē ve 

(c) baĸarē puanlarēnda herhangi bir deĵiĸiklik olup olmadēĵēnē ºĵrenmek i­in 

­alēĸma ºncesi ve sonrasē ºĵrencilere uygulanan ºn test-son test sonu­larēdēr. 

 

Veri Analizi 

Sēnēf tartēĸmasēnē belgelemek ve analiz etmek i­in, Toulminôin modeline 

gºre uyarlanmēĸ Krummheuerôin (2015) arg¿mantasyon modeli kullanēlmēĸtēr. 

Rasmussen ve Stephan (2008), sēnēf tartēĸmasēnē bu yolla analiz etmek i­in, 

matematiksel fikirleri ve matematiksel uygulamalarē belgelemek i­in ¿­ aĸamalē bir 

yºntem geliĸtirdiler. Bu yºntem, veri k¿mesinin d¿zenlenmesi i­in yardēmcē olup 

ve paylaĸēlmēĸ fikirlerin matematiksel uygulamalara nasēl dºn¿ĸt¿ĵ¿n¿ ortaya 

­ēkarēr. 

Verilerin analizinin ge­erliĵi ve g¿venirliĵi i­in ­eĸitli yºntemler 

kullanēlmēĸtēr. Veriler sēnēf gºzlemleri, video kayētlarē, alan notlarē gibi ­eĸitli ve 

zengin kaynaklardan toplandē. Veri kodlamasē i­in ¿ye kontrol¿ ve karĸēlēklē 

kontrol yapēlarak verilerin analizi neticesinde yapēlan yorumlar tartēĸēlmēĸtēr. 

Ayrēca, analiz sonu­larē ayrēntēlē ve zengin a­ēklamalar kullanēlarak sunulmuĸtur. 

¥ĵrencilerin ºn test-son test sonu­larēnēn analizinde, farklēlēklarē 

deĵerlendirmek i­in eĸleĸtirilmiĸ t-testi uygulanmēĸtēr. 

 

Sēnērlēlēklar 

¢alēĸma ile ilgili ilk sēnērlēlēk, tasarēm tabanlē bir ­alēĸma olmasēndan dolayē 

bulgularēn fazla genelleĸtirilemiyor olmasēdēr. ¢alēĸmanēn ºĵretim dizisini baĸka 
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okullardaki sekizinci sēnēflarda uygulanmasē genelleĸtirme d¿zeyini artērabilir.  

Ayrēca, ­alēĸmanēn bir baĸka sēnērlamasē da ­alēĸmayē sadece bir makro dºng¿ye 

dayandērmaktēr. Ana ­alēĸmadan ºnce, daha doĵru veri seti elde etmek i­in bir pilot 

­alēĸma yapēlmasē uygun olacaktē. Ancak, pilot ­alēĸma yapēlmamasēna raĵmen, 

­alēĸmanēn ºĵretim dizisi, diĵer matematik ºĵretmenleri ile gºr¿ĸ¿lerek ve 

gºr¿ĸlerini alarak uzun bir s¿rede hazērlanmēĸtēr. Daha sonra hazērlanan i­erik, 

uygunluĵunu ºl­mek i­in katēlēmcē olmayan diĵer bir sēnēftan on ºĵrenciye 

uygulanmēĸtēr, bºylece bu ­alēĸmalar bir pilot ­alēĸmanēn boĸluĵunu doldurabilir. 

 

Sonu­ ve Tartēĸma 

 

Bu araĸtērmanēn ana odak noktasē, bir ºĵretim dizisi ve varsayēma dayalē 

ºĵrenme yºr¿ngesinin uygulanmasē sērasēnda sekizinci sēnēf ºĵrencilerinin katē 

cisimlerde matematik uygulamalarēnē ­ēkarmaktē. ¥ĵretim dizisi, ºĵrencilerin 

geometrik kavramlarē anlamalarēnē geliĸtirmek amacēyla ºĵretimi desteklemek i­in 

arg¿mantasyon ve DGy ile tasarlanmēĸ tartēĸma ortamlarē ve ºĵretim etkinlikleri 

tarafēndan desteklenmiĸtir. 

Buna gºre, mevcut ­alēĸmanēn ºĵrenme yºr¿ngesi sēnēf ortamēnda meydana 

gelebilecek matematik uygulamalarēnēn gºstermek i­in bir temel olarak 

kullanēlmēĸtēr. Matematiksel fikir ĸemasē, sēnēf tartēĸmalarē yoluyla form¿le edilen 

sēnēf matematik uygulamalarēnē analiz etmek i­in kullanēlmēĸtēr (Andreasen, 2006).  

Bu baĵlamda, bu ­alēĸmada elde edilen dºrt matematiksel uygulama (a) 

prizmalarēn tanēmē ve ºzellikleri, (b) prizmalarēn y¿zey alanē bulma, (c) y¿zey alanē 

bulma silindir ve (d) silindir hacmi bulmadēr. Ek olarak, ºĵrencilerin matematiksel 

uygulamalarē ¿retmeleri i­in hangi matematiksel fikirleri kullandēklarē a­ēklandē. 

Bu matematiksel uygulamalar ºĵrenciler tarafēndan oluĸturuldu ve bu uygulamalarē 

destekleyen paylaĸēlan fikirler, aĸaĵēdaki Tablo 1ôde gºsterilmiĸtir. 
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Tablo 1 ¢alēĸmada ortaya ­ēkan dºrt matematiksel uygulama ve onlarēn oluĸumunu 

destekleyen fikirler 

Matematiksel uygulamalar ve destekleyici fikirler  

Uygulama 1: Prizmalarēn tanēmēnēn ve ºzelliklerinin bulunmasē 

Fikir 1: Binalarēn ­atēlarēnēn ve kamp ­adērlarēnēn prizma olduĵunun 

anlaĸēlmasē 

Fikir 2: K¿p¿n prizma olduĵunun anlaĸēlmasē 

Fikir 3: Prizmalarēn taban ĸekli ve diĵer elemanlarē arasēndaki iliĸkilerin 

anlaĸēlmasē  

Fikir 4: Silindirin prizma olmadēĵēnēn anlaĸēlmasē 

Uygulama 2: Prizmalarēn Y¿zey Alanēnē Bulma 

Fikir 1: Bir prizmayē kaplamak, aslēnda a­ēlēm ­izimini ifade eder. 

Fikir 2: Birim kareleri sayma 

Fikir 3: Birim kareleri sayēmēndan alan hesaplamaya ge­iĸ 

Fikir 4: Prizmanēn y¿zey alanē i­in form¿l ¿retilmesi 

Uygulama 3: Silindir Y¿zey Alanē Bulma 

Fikir 1: Silindirin a­ēlēmēnēn yapēsē 

Fikir 2: Silindirin daire tabanēnēn ­evresi ve yan y¿z¿n¿n kenarē 

arasēndaki iliĸki 

Fikir 3: Silindirin y¿zey alanē, yan y¿z alanē ve daire taban alanē 

tarafēndan oluĸur 

Uygulama 4: Silindirin Hacminin Bulunmasē 

Fikir 1: Hacim ¿­¿nc¿ boyutla ilgilidir 

Fikir 2: Hacim bir ĸeklin i­ine doldurmakla ilgilidir. 

Fikir 3: Hacim hesaplamasē, geniĸlik, uzunluk ve y¿kseklik bilgisini 

gerektirir. 

Fikir 4: Hacim, taban alan ve y¿ksekliĵin ­arpēmēna eĸittir. 

 

 

Ķlk matematiksel uygulama, prizmanēn tanēmē, prizma ­eĸitleri ve 

prizmalarēn genel ºzellikleri ile ilgiydi. Bunun i­in sēnēf tartēĸmalarēna ºĵrencilerin 
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prizma hakkēndaki gºr¿ĸleri alēnarak yola ­ēkēlmēĸ, sonrasēnda ºĵretim dizisi 

boyunca prizmalarē tanēmlamak i­in gerekli elemanlar, prizmanēn tanēmē ve genel 

ºzellikleri belirlendi. Bu aĸama birbiriyle iliĸkili iki bºl¿mden oluĸuyordu. 

Ķlk kēsēm prizmalarēn yapēsēnēn anlaĸēlmasē ve temel elemanlarēnēn 

belirlenmesi ile ilgilidir ve ikinci kēsēm prizmalarēn y¿zey a­ēlēmlarēnēn 

gºsterilmesi ile ilgilidir. Bu baĵlamda ortaya ­ēkan ilk fikir, binalarēn ­atēsēnēn ve 

kamp ­adērlarēnēn ĸeklinin prizma olduĵunun anlaĸēlmasē, ikinci fikir ise k¿p¿n 

prizma olduĵunun anlaĸēlmasēdēr.     

Bu iki fikir uygulamanēn ilk haftasēnda ortaya ­ēkarken, daha sonra s¿re­ 

boyunca kullanēldēlar, ­¿nk¿ bunlar i­erik hakkēnda temel bilgi idi. S¿re­ boyunca 

ºĵrenciler, prizmalarēn g¿nl¿k yaĸam ºrnekleri hakkēnda tartēĸmēĸ, bir ĸeklin 

prizma olmasē ya da olmamasē i­in sahip olmasē gereken ºzelliklerle ilgili fikirler 

ºne s¿rm¿ĸler ve bu ĸekilde prizmalarēn tanēmēnē ¿retmiĸ ve prizmalarēn ana 

unsurlarē ve ºzelliklerinin anlaĸēlmasēnē saĵlamēĸlardēr. Prizmanēn tanēmēnē 

¿retmek ve diĵer i­eriklerin anlaĸēlmasē i­in yapēlan sēnēf i­i tartēĸmalar 

ºĵrencilerin d¿ĸ¿ncesini yºnlendirmede etkiliydi. Bu, ºnceki literat¿rle tutarlē bir 

bulgu idi ve matematiksel tartēĸmalar, prizmalarēn tanēmē ve genel ºzellikleri ile 

ilgili olarak bilgilerini geliĸtirdi ve desteklediler (De Villiers, Govender ve 

Patterson, 2009; Tsamir, Tirosh, Levenson, Barkai ve Tabach, 2014). 

Ķkinci kēsēm prizmalarēn y¿zey a­ēlēmlarēnē anlama ile ilgiliydi. Bu bºl¿mde, 

¿­¿nc¿ fikir, bir prizmanēn taban ĸekli ile diĵer bºl¿mleri arasēndaki iliĸkiyi 

anlamak ve dºrd¿nc¿ fikir olarak bir silindirin prizma olmadēĵēnēn anlaĸēlmasē 

ortaya ­ēktē. Bu etkinlik sayfalarēnēn amacē, prizmalarēn farklē ĸekillerde 

gºr¿n¿ĸleriyle ­alēĸarak prizmalarēn a­ēlēmē i­in bir temel oluĸturmaktē. ¥ĵrenme 

yºr¿ngesinin bu kēsmē ñĸeker paketleme fabrikasēò konsepti altēnda hazērlandē. 

Sorulardaki her bir ĸekil birim k¿pler kullanēlarak hazērlandē. Bunun sebebi 

ºĵrencilerin her bir birim karenin, ĸekil i­in kenar uzunluĵu teĸkil ettiĵini 

anlamalarēnē saĵlamaktēr. ¥ĵrenme yºr¿ngesinin bu ikinci bºl¿m¿nde, GeoGebra 

dosyasē tarafēndan desteklenen her etkinlik bireysel veya grup halinde ­alēĸēldēktan 

sonra, ºĵrencilerin i­eriĵi kavramsal olarak anlamalarēnē saĵlamak i­in GeoGebra 

dosyasēnda sēnēf kontrol¿ yapēldē. Ayrēca, tartēĸmalarla oluĸan matematiksel fikirler 

matematiksel uygulamalarēn ortaya ­ēkēĸēnē desteklemiĸtir. ¥rneĵin, birim k¿pler 
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tarafēndan oluĸturulmuĸ verilen ĸekillere ait farklē gºr¿n¿ĸler ¿zerinde, onlar i­in 

ĸeker paketi ­izmeye ­alēĸērken, ºĵrenciler aslēnda prizmalarēn a­ēlēmlarēnē 

­iziyorlardē. Ķlk baĸta, ºĵrenciler bireysel olarak ve ­iftler halinde ­alēĸtēlar ve daha 

sonra sēnēf i­i tartēĸmalar ve GeoGebra dosyalarē yardēmēyla ­izimleri kontrol 

ettiler. Bu sayede ºĵrenciler, ºĵrenciler ĸekillerin farklē yºnlerden gºr¿n¿mleri 

¿zerinde ­alēĸērken, onlarēn a­ēlēmlarēnē ­izmeleri ¿­ boyutlu d¿ĸ¿nme becerilerinin 

geliĸmesine yardēmcē olmuĸtur. GeoGebra dosyasēndaki gºr¿n¿mleri inceleyerek, 

ºĵrenciler k©ĵēt ve kalem ortamēnda saĵlanamayan bu ­ºz¿mleri dinamik olarak 

kontrol etme ĸansēna sahip oldular. Ayrēca, ilk kēsēmdan yola ­ēkarak hazērlanan bu 

ikinci kēsēm ¿zerinde yapēlan tartēĸmalar sonucunda, ºĵrenciler, prizmanēn tanēmē, 

prizmanēn temel unsurlarēnē ve diĵer ¿­ boyutlu ĸekiller arasēndaki farklēlēklarēnē 

kavramēĸlardēr. Bu, aynē zamanda, bu bºl¿mden elde ettikleri bilgileri prizmanēn 

y¿zey alanē ile ilgili olan bir sonraki aĸamada kullanmalarē gerektiĵinden ºnemlidir. 

DGyYve sēnēf i­i tartēĸmalarēn matematikte ve geometride kullanēmē literat¿rde 

­eĸitli araĸtērmalara konu olmuĸtur (Hollebrands, Conner & Smith, 2010; Lavy, 

2006; Prusak ve ark., 2012; Vincent, Chick & McCrae, 2005). ¥nceki 

araĸtērmalarla tutarlē olarak, ĸimdiki ­alēĸmanēn sonu­larē da geometri derslerinde 

DGY ve tartēĸmalarēn birlikte kullanēlmasēnē ºĵrencilerin geometrik d¿ĸ¿nme 

becerilerini (Granberg ve Olsson, 2015) ve matematiksel uygulamalarēn ortaya 

­ēkēĸēnē desteklemiĸtir. 

¢alēĸmadan elde edilen ikinci matematiksel uygulama prizmalarēn y¿zey 

alanēnē bulmaydē. Bu uygulamanēn ortaya ­ēkēĸē, bir prizma i­in paket ¿retilmesinin 

onun a­ēlēmēnē ­izmek, birim karelerin sayēlmasē, birim karelerden yola ­ēkarak alan 

hesabēna ge­ilmesi ve prizmalarēn y¿zey alanē i­in form¿l ¿retilmesi fikirleriyle 

desteklenmesiyle olmuĸtur. ¥nerilen ºĵrenme yºr¿ngesi ile tutarlē olarak, 

ºĵrenciler, y¿zey alanēnēn form¿l¿n¿ ¿retmek i­in matematiksel fikirleri birbiri 

¿zerine inĸa etmiĸlerdir. ¥nce birim k¿plerle ­alēĸan ºĵrenciler, bunlar i­in ¿retilen 

paketlerin alanēnēn hesabēnēn y¿zey alanē hesabē olduĵunu keĸfettiler. Ķ­erik 

¿zerinde tartēĸarak, ºĵrenciler birim kare bilgisini ºl­¿ birimlerine nasēl 

aktaracaklarēnē anladēlar. Birim k¿plerin kullanēmē, ºĵrencilerin y¿zey alanēn birim 

karelerini birbirleriyle iliĸkilendirmeleri i­in faydalē olmuĸtur. Y¿zey alanēnēn 

anlaĸēlmasēnē saĵlamak i­in sēnēflarēnēn zeminini fayans dºĸeme bir ºrnek olarak 
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kullanmēĸlardēr. Literat¿rde, y¿zey alanlarēnēn ana fikrini ºĵretmek i­in birim 

k¿plerin oluĸturduĵu birim karelerin kullanēmēnē ºneren ºrnekler vardē (Ben-

Chaim, Lappan, & Houang, 1985; Bonotto, 2003; Clements, 2003). Bu nedenle, 

literat¿r ēĸēĵēnda ve mevcut ­alēĸmanēn sonu­larē doĵrultusunda, birim karelerinin 

kullanēmēnēn ºĵretim alanēnda faydalē olduĵu sonucuna varēlabilir. Sēnēf y¿zeyinin 

dºĸeme zemini ºrneĵine ek olarak, ºĵrenciler paketleme kavramēnē somut olarak 

gºrmek i­in bir birim k¿p¿n¿ bir k©ĵēt par­asēyla sarmaya ­alēĸtēlar. Her iki ºrnek 

de mevcut ­alēĸmanēn altēnda yatan teorilerden biri olan ger­ek­i matematik 

eĵitiminin doĵasē i­in uygun olmuĸtur. ¢alēĸmanēn ºĵretim dizisi, ger­ek­i 

matematik eĵitiminin teorisinin gereksinimleri ile uyumlu olarak hazērlanmēĸtēr. 

Sorular veya ºrnekler m¿mk¿n olabildiĵince ger­ek hayat ºrneklerinden 

se­ilmiĸtir. Bºylece, ºĵrenciler g¿nl¿k yaĸamdan ºrnekler vermeleri, y¿zey alanē 

fikrini ºĵrenme konusunda ºnemli bulguydu. Matematik derslerinde g¿nl¿k yaĸam 

temelli ºrneklerin kullanēmē literat¿rde daha ºnce vurgulanmēĸtēr (Bonotto, 2003; 

Van den Heuvel-Panhuizen ve Drijvers, 2014). Bu nedenle, geometri derslerinde 

g¿nl¿k yaĸam temelli ºrneklerin kullanēmēnēn ºĵrencilerin kavramsal anlayēĸēnē ve 

ilgili i­eriĵi ºĵrenmede etkili olduĵu sonucuna varēlabilir. 

¦­¿nc¿ matematiksel uygulama, silindirin y¿zey alanēnē bulmaktē. Bu 

uygulama paylaĸēlan ¿­ fikir etrafēnda ortaya ­ēkmēĸtēr; silindirin a­ēnēmēnēn yapēsē, 

daire tabanēnēn ­evresi ile yan y¿z¿n¿n kenarē arasēndaki iliĸki ve yan y¿zey alanē 

ile daire taban alanē tarafēndan oluĸturulan silindirin y¿zey alanē. Bºl¿m¿n 

baĸlangēcē, t¿m sēnēf tartēĸmasē, ger­ek­i matematik eĵitimi teorisi ile tutarlē olarak 

silindir i­in verilen g¿nl¿k yaĸam ºrneklerine dayanēlarak ger­ekleĸtirildi. Daha 

sonraki aĸamada etkinlik sayfasē, ºĵrencilerden, aslēnda silindirin a­ēlēmē demek 

olan, silindir ĸekilli bir ĸekerleme i­in bir paket ­izmelerini istedi. Bu ºrnekte, 

neredeyse b¿t¿n sēnēf baĸarēyla uygun bir ­izim yapmēĸtēr. Bu, ºĵrencilerin ºnceki 

yēllardaki ºĵrenmelerine baĵlē olabilir. Daha sonraki kēsēmlarda i­erik, silindir 

unsurlarē arasēndaki iliĸkiyi anlamaya dayanēyordu. ¥ĵrencilerin bu iliĸkiyi 

kavramalarēnda GeoGebra dosyasē yardēmcē oldu. ¥rneĵin, bir silindirin yan 

y¿z¿n¿n ĸekliyle ilgili problemi ­ºzmek i­in, bir ºĵrenci, bu y¿zeyin etrafēnda bir 

ĸey sarmak istediĵinde, bir araya gelen iki noktaya ihtiya­ olduĵunu a­ēkladē. ¦st 

taban i­in iki nokta, alt taban i­in iki nokta ve toplamda dºrt nokta. Bºylece, ºĵrenci 
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bir silindirin yan y¿z¿n¿n dºrtgen olmasē gerektiĵi sonucuna varmēĸtēr. GeoGebra 

dosyasēnda silindirin a­ēlēr kapanēr hareketli halini izlemek, ºĵrencilerin silindirin 

yan y¿zeyinin neden dºrtgen olmasē gerektiĵini gºstermesi a­ēsēndan etkiliydi. 

B¿t¿n sēnēf tartēĸmasēna katēlarak, ­ember tabanē ­evresi ve yan y¿z¿n¿n kenarē 

arasēndaki eĸitlik fikrini bu ĸekilde ¿retmiĸlerdir. Dahasē, bu fikri ¿reterek, 

silindirin y¿zey alanēna bir adēm attēlar. O zamana kadar yapēlan ­alēĸmalar 

neticesinde, ºĵrenciler y¿zey alanēnēn verilen ĸeklin a­ēlēmē ile ilgili olduĵunu 

anladēlar. ¥ncelikle, silindirin dairesel olan tabanēnēn ­evresi ve yan y¿zey 

uzunluĵunun eĸitliĵi hakkēnda fikir ¿retildikten sonra, iki daire tabanē ve yan temel 

alanlarēnēn hesaplanmasēna ge­ildi. Bu baĵlamdaki tartēĸmalar, ºĵrencilerin 

silindirin y¿zey alanē i­in hesaplama fikrini ¿retmelerini saĵlamēĸtēr. Bu bulgu, 

ºnceki araĸtērmalarla (Akt¿men, Baltacē, ve Yēldēz, 2011; Hohenwarter ve Jones, 

2007), DGY'nin derslerde kullanēmē, i­eriĵin ger­ek hayattaki ºrneklerle ve 

sorularla desteklenmesi baĵlamēnda tutarlēdēr. Bu nedenle, sēnēf i­i tartēĸmalarēn, 

DGY'nin kullanēmēnēn ve ºĵretimin ger­ek yaĸam baĵlamēyla desteklenmesinin, 

silindirin y¿zey alanēnē anlamada etkili olduĵu sonucuna varēlabilir (Lai ve White, 

2014). Ayrēca, silindirin y¿zey alanē i­in form¿l ¿retirken, alan hesaplama yolunu 

cebirsel olarak ifade etme yolunu temel alan bir tartēĸmada yer almēĸtēr. Ayrēca, 

GeoGebra dosyasēnda, ºĵrenciler silindirin y¿zey alanē form¿l¿n¿ gºzlemlediler. 

Ek olarak, verilen uzunluktaki deĵiĸiklikleri hem dinamik hem de cebirsel olarak 

gºzlemleyebildiler.  

Literat¿rde, geometri ile cebir arasēndaki iliĸkinin anlaĸēlmasēnē geliĸtirmek 

i­in DGY kullanēmēnē destekleyen araĸtērmalar vardē (Atiyah, 2001; Davis, 1998; 

Edwards ve Jones, 2006). Bºylece GeoGebra'nēn kullanēmē prizma ve silindir y¿zey 

alan form¿l¿n¿n cebirsel olarak ifade edilmesinin anlaĸēlmasēnda etkili olmuĸtur 

(Erbas, Ledford, Orrill ve Polly, 2005).  

Dºrd¿nc¿ matematiksel uygulama, silindirin hacmini bulmaktē ve sēnēf i­i 

tartēĸmalarda paylaĸēlan dºrt fikirle desteklenmiĸtir; hacim ¿­¿nc¿ boyuttur, hacim 

bir ĸeklin i­ine doldurma ile ilgilidir, hacim hesaplamasē, geniĸlik, uzunluk ve 

y¿kseklik bilgisini gerektirir ve hacim, taban alanē ve y¿ksekliĵinin ­arpēlmasēna 

eĸittir. Uygulama, ºĵrenme yºr¿ngesinin silindirin hacminin bilgisini inĸa etme 

ºĵrenme hedefine dayanan son aĸamasēna paralel olarak ger­ekleĸmiĸtir. Ana s¿re­ 
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ñhacim nedir?ò sorusuyla baĸlatēldē. Bu soruya ºĵrencilere sorulduĵunda, alan ve 

hacim arasēndaki farklēlēklar ile ilgili bir tartēĸma daha ortaya ­ēktē. Bu farklēlēklarē 

a­ēklayabilmek ve anlayabilmek i­in, ºĵrenciler sēnēfēn zemin dºĸenmesi ve sēnēfēn 

birim k¿pleriyle doldurulmasē konusunda ºrnekler sundular ve bunun ¿zerinde 

tartēĸtēlar. Bu tartēĸma ile ºĵrenciler alan ve hacmin anlamēnē net olarak anladēlar. 

Ayrēca, baĸka bir tartēĸma konusu da ñk¿p¿n ve dikdºrtgen prizmasēnēn hacminin 

nasēl hesaplanacaĵē ve bu iĸlemler i­in nelere ihtiyacēmēz var?ò ĸeklinde 

oluĸmuĸtur. Bu s¿re­, ºĵrencilerin bir cismin i­ini birim k¿plerle doldurduklarēnda 

aslēnda bu birim k¿p sayēsēnēn o cismin hacmini verdiĵi konusundaki eski 

ºĵrenmelerini hatērlamalarē planlanmēĸtēr. Hatta bu hesaplamayē yaparken o birim 

k¿pleri saymak yerine cismin ¿­ boyutun ­arpēmēyla elde edilebileceĵini de 

hatērlamalarē beklenmiĸtir. Bu ĸekilde birim kareler ve birim k¿pler kullanēlarak 

alan ve hacim hesabēnēn yapēlmasēnē ºngºren ­alēĸmalar literat¿rde de 

bulunmaktadēr (Battista & Clements, 1996, 1998; Ben-Chaim, Lappan, & Houang, 

1985; Cohen, Moreh & Chayoth, 1999). Buna ek olarak, diĵer kritik sorular 

ñkenarlarē olmadēĵēna gºre bir silindiri birim k¿plerle nasēl doldurulabileceĵi?ò Ve 

ñsilindirin hacmini nasēl bulabilirler?ò idi. Konuyu daha a­ēk hale getirmek i­in 

silindir ĸeklinin doldurulmasēnē gºstermek ¿zere hazērlanan GeoGebra dosyasē 

a­ēldē. Bu hareketli gºrseli izleyerek, silindirin hacim baĵēntēsēnē oluĸturmak i­in, 

silindirin y¿ksekliĵinde daireleri ¿st ¿ste yerleĸtirmeleri gerektiĵini 

anlayabilmiĸlerdir. Bu sayede, ºĵrenciler ñtaban alanē ve y¿ksekliĵinin ­arpēmēò 

olarak form¿le edilebilen k¿p ve dikdºrtgen prizmalarēndan gelen bilgilerini 

aktarmēĸ oldu. Ayrēca, ĸeklin i­ bºlgesinin doldurulmasē g¿nl¿k yaĸam baĵlamē i­in 

uygun bir ºrnektir. Dahasē, bu bulgularē destekleyen araĸtērmalar literat¿rde vardēr 

(Enochs, & Gabel, 1984; Hirstein, 1981; Livne, 1996). Bu baĵlamda, DGY, sēnēf 

i­i tartēĸmalar ve g¿nl¿k yaĸam ºrneklerinin kullanēmēnēn silindirin hacmini 

ºĵretmede etkili olduĵu sºylenebilir. 

Araĸtērmanēn bulgularēna gºre, katēlēmcē ºĵrencilerin akēl y¿r¿tme, 

gerek­elendirme, yorumlama ve diĵer fikirlere dayanarak yeni fikirler ¿retme 

yoluyla ºĵretim faaliyetlerine katēlabileceĵi belirtilebilir. Bu ĸekilde, ¿­ boyutlu 

ĸekillerin (ºzellikle bu ­alēĸma i­in prizmalar ve silindirler i­in) kavramsal ve 
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anlamlē bir ºĵrenme ger­ekleĸtirebilirler (Hallowell, Okamoto, Romo ve La Joy, 

2015).  

Ayrēca, ­alēĸmanēn sonu­larē, ºĵrencilerin DGY ve tartēĸmacē sēnēf 

ortamēnēn desteĵiyle ilgili konuya iliĸkin gerek­elerini geliĸtirebilmelerini 

desteklemektedir. Bu ­alēĸmanēn matematiksel uygulamalarē, benzer bir ºĵrenme 

ortamēnda y¿zey alanē ve/veya ¿­ boyutlu ĸekillerin hacmi hakkēnda ­alēĸmak 

isteyen diĵer araĸtērmacēlar i­in bir pencere a­abilir. 
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