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CHAPTER

1
Students’ addition and 
subtraction strategies

W hile participating in a professional development 
program one summer, Ann, a sixth-grade teacher, 

watched a video in which second graders presented their 
personal methods for solving two-digit addition and 
subtraction problems. For an addition problem such as 16 
+ 28, none of the children used the method most familiar 
to her: “6 + 8 is 14, so you put down the 4 and carry the 1.” 
Instead, the children had ways of teasing the numbers apart 
and recombining them to find the sum or difference. Ann 
and her colleagues, who were also viewing the video, had 
to work hard to understand what the children were doing, 
but they discovered that the children’s methods did make 
sense. When Ann met with her new group of sixth graders 
the following autumn, she was curious about whether 
these students, too, might have ways to solve problems that 
were different from the traditional “carry” and “borrow” 
procedures—and so she asked them. She describes the 
resulting classroom discussions in case 1.
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Cases 2 through 5 also describe the work of students who have developed procedures for 
solving multidigit addition and subtraction problems. Each case illustrates students’ insights—
some of them growing out of initial confusion.

Readers are invited to take the time to make sense of what the students are doing. As you 
read the following cases try each method with other pairs of numbers and take notes on the 
following questions: What must students understand in order to devise efficient strategies? 
What might students learn about the base-ten structure of numbers as they work on strategies 
for addition and subtraction? Will the students’ methods work for any pair of numbers?

If you teach students younger than those in this chapter, consider the content at your grade 
level that will support your students in later years when they encounter the topics illustrated in 
the cases.

If you teach students older than those in the cases, consider the content your students 
encounter that builds on the subject matter illustrated here.
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case 1

Do my students think flexibly? Do I? 
Ann
GRADE 6, OCTOBER

My sixth-grade students came to me knowing the U.S. standard algorithms for addition and 
subtraction. I wondered how much they really understood about the tens structure of number 
that these algorithms depend on. I was also curious about how flexible my students could be in 
thinking about numbers: How would they manipulate numbers to solve a problem if they could 
use any method that made sense to them? I didn’t believe they could really view addition or 
subtraction differently from the way they had been taught for so many years. My hypothesis 
was that by the time my students come to sixth grade, the U.S. standard algorithms have been 
ingrained in them and would interfere with their ability to think about math differently.

Addition strategies

I orally gave all the students some addition problems and asked them to solve these without any 
physical aids: no paper, pencils, or manipulatives. Each problem involved some regrouping. 
Then I asked them to explore how they got their answers and to share their individual thinking 
with the class. In our class discussions students shared their strategies and responded to one 
another with comments and questions. To clarify their thinking, they applied each suggested 
strategy to new problems. Through this process, I made a number of discoveries.

Students Janae, Tom, and Betsy demonstrated three different approaches to the same 
problem, 68 + 24 = ?

Janae’s thinking:

68 + 24 = ?

60 + 20 = 80

8 + 4 = 12 

80 + 12 = 92

Janae’s first step was to add the tens then the ones, moving from left to right. This seemed 
to make the regrouping easier because of the zero in the 80. Why do we add the way we do, 
starting at the right with the ones column? Isn’t it easier to add from left to right?
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Tom’s thinking:

68 + 24 = ?

24 – 2 = 22

Take the 2 from 24 and add it to the 68 (68 + 2 = 70).

Add the 22 that was the answer from 24 – 2.

22 + 70 = 92

Many different questions arose about Tom’s thinking, especially the part where he subtract-
ed 2 from 24. Where did the 2 come from? Why did he subtract 2 and not 3 or 4 or any other 
number? Was the –2 actually the digit 2 in the number 24? Why did he subtract 2 from 24? 
Why didn’t he subtract something from the 68? Eventually, the class concluded that Tom had 
manipulated the numbers by taking away and adding on to create a “nice number,” a number 
with a zero in the ones. One student stated, “Zeros are good.”

Betsy’s thinking:

   68

+ 24

8 + 4 = 12

Carry the 1 and add it to the 6 + 2.

1 + 6 + 2 = 9

So the answer is 92.

Betsy’s approach is the one I had predicted all my students would use: she pictured 68 and 
24 written vertically and applied the traditional algorithm. However, I now feel that this strategy 
gives a limited view of what is really happening in an addition problem. Does Betsy sense that 6 
+ 2 + 1= 9 really is 60 + 20 + 10 = 90?

When students answer problems in Betsy’s way, we teachers may presume they know more 
than they actually do. What do our students really understand when they successfully solve an 
addition problem the traditional way? Each manipulation of the individual digits seems dis-
crete from every other rather than part of a connected process. Asking students to give us what 
we want to hear rather than listening to what they’re actually thinking can be very misleading 
when we are trying to judge what they truly understand.

My hypothesis was partially right and partially wrong. Some students did see addition in 
the traditional way, but many viewed it in ways that I could not have imagined. Students learned 
from each other that there are many ways to solve a single problem. Later, one student stated in 
her journal, “I didn’t know there were so many ways to do addition.”

I didn’t, either.
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Subtraction strategy

The standard subtraction algorithm is a difficult procedure for many students to understand. 
Every year at the sixth-grade level I see some students still struggling with the regrouping 
process in subtraction. They ask themselves, “When do I borrow? Is this where I cross 
out something? What if there is a zero in the column I want to take from? When do I stop 
borrowing?” They seem to be controlled by the numbers rather than controlling the numbers 
themselves. In this process, what the numbers mean or represent becomes secondary to 
manipulating the numbers, and students can quickly get lost.

At the time of this episode, my students had already been investigating their mental math–
thinking processes. They had previously investigated how they did addition “in their heads.” By 
now they were able to verbally explain the addition process they used, and they were starting 
to record their steps in written form. The format of the subtraction investigation was similar to 
what we had done with addition. I orally gave all the students subtraction problems and asked 
them to solve these without any paper, pencils, or manipulatives. Again, each problem involved 
some regrouping. Then I asked them to explore how they got their answers and to share their 
individual thinking with the class. In follow-up discussions, students responded to one another’s 
strategies through comments and questions. As with addition, they applied each strategy to new 
problems to clarify their thinking. Through this process they shared the following approaches to 
the problem 72 – 47 = ?

Jason’s thinking:

72 – 47 = ?

First subtract 40 from 72.

72 – 40 = 32

Then subtract 2 (which is part of the 7 of the 47).

32 – 2 = 30

Finally, subtract the remaining 5 from the 30.

30 – 5 = 25

Interestingly, Jason started on the left with the tens column. Then he apparently tried to 
make the number “friendlier,” getting a zero in the ones column by breaking the remaining 7 (of 
the original 47) into 2 and 5. This step seems to eliminate the usual problems associated with 
borrowing. For Jason, 32 – 2 = 30 and 30 – 5 = 25 was easier than 32 – 7 = 25.
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Bert’s thinking:

72 – 47= ?

72 – 10 = 62

62 – 10 = 52

52 – 10 = 42

42 – 10 = 32

32 – 7 = 25

As Jason had done, Bert started on the left with the tens column. He viewed the 47 as 10 
+ 10 + 10 + 10 + 7 and subtracted groups of 10. After arriving at the 32, he could solve the 
remaining part, 32 – 7.

Holly’s idea for 72 – 47 was similar to Bert’s, except that she first took away 2 from both 72 
and 47, thus creating a new but equivalent problem, 70 – 45. She then subtracted in units of 10 
four times, and finally subtracted the 5.

Holly’s thinking:

72 – 47 = ?

Take 2 away from both to make 70 – 45.

70 – 10 = 60

60 – 10 = 50

50 – 10 = 40

40 – 10 = 30

30 – 5 = 25

This ability to create a new, equivalent problem by subtracting the same amount from both 
numbers was thought provoking for some of my students. Kristy stated, “We could add the 
same amount to each number and also get the same answer.”

Other problems prompted some new ideas from the class. Joe’s thinking for 82 – 35 was to 
first subtract 2 from 82 and 5 from 35 so he could look at 80 – 30 = 50. Then he subtracted 5 
from 2 and got –3. Finally he subtracted 3 from 50 and got 47.

This strategy fascinated both the class and me. We tried it on many other problems:

63 – 25 = ?

63 – 3 = 60 and 25 – 5 = 20

60 – 20 = 40

3 – 5 = – 2

40 – 2 = 38
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Together we also tried it on a problem that didn’t need regrouping:

54 – 22 = ?

54 – 4 = 50 and 22 – 2 = 20

50 – 20 = 30

4 – 2 = 2 …

At this point, some students realized that we needed to add the 2 to the 30 instead of sub-
tracting it because there was no regrouping involved:

30 + 2 = 32

For the same problem that Joe talked about, 82 – 35, Jennifer stated that she looked at “sub-
traction as addition.”

   82

– 35

First, Jennifer said she would need to borrow from the tens column in order to take away 5 
from the 2. She explained that she was thinking about it this way, “5 + ? = 12, and 30 + ? = 70. I 
put in 7 and then 40, for the answer of 47.”

After listening to my students and witnessing how very carefully they were paying attention 
to one another’s ideas, I’ve learned a lot. First, the belief that the U.S. standard algorithm is 
how elementary students (or even adults like my own summer colleagues) “see” subtraction 
is far from true.  I realize now that students develop their own ideas of what subtraction is and 
their own notions of how to represent it. This realization has really made me think about how I 
teach. It’s important to understand that when I tell or show students how to do any mathematical 
process, they will interpret the process in many different ways. Even when all our students can 
tell us that 57 – 18 = 39, we can’t assume that they all know the exact same things. Giving each 
of my students a voice in my math class and really listening to them is the only way I will be 
able to evaluate the depth of their understanding.
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Recently I watched children solve two-digit subtraction problems. I was eager to observe their 
different ways of approaching a problem and getting an answer that made sense to them. I 
was prepared to see confusion and lots of different methods; I felt very open. However, I was 
surprised and delighted to learn a new way to solve a two-digit subtraction problem, one I had 
never thought of or even imagined before. I still have to picture it and think it through carefully 
as I retell it here.

Ivan was working with two or three other kids on the same word problem that led them each 
to this equation: 52 – 28 = ? At first, Ivan said the answer was 36, but Brandon had gotten 24, 
so now the two were talking with each other. Brandon saw clearly what Ivan had done and was 
explaining to him why it was wrong. Ivan believed him and agreed with what Brandon said: “20 
away from 50 is 30, but you can’t take the 2 away from the 8; you have to take the 8 away from 
the 2 because the 8 is on the bottom.”

I imagined Ivan responding, “but you can’t take the 8 away from the 2 because the 8 is too 
big.” I further imagined encouraging Brandon to explain more about what he had done, expect-
ing they would talk through something about borrowing a ten from the 50 to make the 2 into a 
12. But as I watched, Ivan invented this new method: “You take the 20 away from the 50 and 
get 30. Then you take 8 away from 2, which is 6 in the hole. Then you take 6 away from 30 and 
you get 24.”

I’ve since read Connie Kamii’s book (1989) in which she describes several common meth-
ods that second graders use to subtract in this situation, and Ivan’s method was one of them. It 
still feels new enough to me that I have to think it through each time. It is definitely a case of 
my learning some mathematics from my students.

case 2

Learning math while teaching
Emily
GRADE 2, MARCH
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case 3

Learning to think in terms of tens
Semira
GRADE 2, DECEMBER

As I work with my students on solving addition and subtraction problems in story contexts, my 
goal is to have students not only develop an understanding of the actions involved in operations 
but also take these ideas into higher levels of thinking. Are my students developing efficient 
numerical strategies? Do they have a deep understanding of operations? I am very concerned 
about these issues because I know that these early addition and subtraction ideas will later be 
crucial to their understanding of multiplication, division, and, eventually, algebra.

I recently gave the students an addition problem, first orally, and then on the board. I asked 
them to close their eyes and describe the action, and then tell how they saw it. The problem read 
as follows:

A class of 29 students is going on a trip to the science museum. There are 12 adults 
going with them. How many people are going on the trip?

I checked for understanding of the problem before they went to work on it. I was pleased to 
find out they all seemed to know that this was an addition situation. I sent them off to work for 
ten minutes. While the students worked on the problem, I walked around asking questions about 
their solving processes. I found that many students could clearly explain their thinking, and I 
encouraged them to solve the problem in a different way. I noticed that some students finished 
quickly and others could not finish the task in the given time. Most of those who could not finish 
were using cubes and counting by ones.

In our class discussion students shared their strategies, but some students seemed puzzled 
by the explanations, so I asked many questions to bring more of the class into the ideas.

The following approaches taken by Jorge, David, Angela, and Danny represent all the dif-
ferent strategies used by the class.

Jorge’s two ways of thinking: 
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Jorge’s first step (shown left) was to keep one number (29) whole and add the tens from the 
other number (12), then add ones to get to the next multiple of ten, and then add the rest. Jorge 
said that he likes to make tens because it is easier to add numbers that way. His second method 
of solving the problem (shown right) was based on the same approach, but he kept the 12 whole 
and added the 29 in parts. His explanation to the class seemed very clear to me, but I was 
concerned about the number of students who seemed puzzled by Jorge’s explanation.

David’s two ways of thinking:

I talked to David individually. In response to my request that he explain his first approach 
(shown left), he said, “I added 9 + 2  = 11 and I carried over the 1 and added it to the 2 + 1; then 
I will add 1 + 2 + 1 = 4; so my answer is 41.” I asked why he had to carry the 1, but he couldn’t 
explain it clearly. He said, “It is sort of like a rule. My father taught me.” 

When I asked David to explain his second approach (shown right), he instead offered a third 
approach. David has a strong understanding of how to take numbers apart and recombine them. 
He also knows the steps of the traditional algorithm, but he doesn’t seem to connect this proce-
dure to what he understands about how numbers are composed of tens and ones. What could be 
done to help David make those connections?

Angela’s thinking:

29 + 12  = 41

The class easily understood Angela’s counting-on strategy. She had developed a mental 
model of the meaning of 29 + 12; this method will always give her the right answer if done ac-
curately. However, quantities are going to get larger, especially toward the end of second grade; 
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therefore, Angela will be prone to error, as the numbers get larger and more difficult to manage 
when she counts by ones. I need to think what would be a good next step for Angela, one that 
will not only help her keep her understanding but also help her combine quantities more  
efficiently.

Danny’s thinking:

Danny’s approach really surprised me. I wasn’t prepared to see any students doing this. I 
was even more disappointed to find out that Danny wasn’t the only student who counted both 
quantities by ones. When I asked Danny to explain his thinking, he said, “I drew 29 sticks and 
then 12 sticks.” As he explained, he started counting the sticks by ones, stopped and said “29”; 
then he counted the rest by ones until stopping at 41. Danny counted on from 29, but he drew 
the 29 sticks instead of writing the number 29. How can I help Danny and other students who 
are in the same situation?

I know that in first grade, these students did a lot of work on counting by tens, combinations 
of 10 (e.g., 2 + 8, 6 + 4), and adding 10 (4 + 10, 10 + 16). Now, in second grade, my goal is to 
have them employ this repertoire to solve problems more efficiently. I will be keeping close watch 
on Danny and Angela and on their classmates whose work looks similar to help them move in 
this direction. At the same time, I’ll be working with students like Jorge and David to help them 
streamline their strategies and become more articulate about them.
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Over the past few weeks, as I give my third graders two-digit numbers to add, I have been try-
ing to understand what they think is happening with the numbers. In each lesson students first 
work in pairs and then share their solutions with the whole class.

At the end of a discussion last week, after the class had already looked at several ways to 
show that 39 + 52 = 91, Sarah tried to explain yet another way she had found. She understood all 
the various methods that had been presented. In fact, Sarah is generally very fluent in thinking 
about how numbers work. This time, when working with her partner, she had tried hard to find 
an unusual way, hoping she would get to share it during the discussion.

Sarah showed us a stack of 3 cubes and explained that they equaled 30 because she was 
using one cube to show a ten. She held up a separate stack of 9 cubes and said that together the 
two stacks of cubes represented 39. Then she pointed to a stack of 5 cubes saying it was 50, 
and with another stack of 2 both stacks showed 52. She took the 3-cube and 5-cube stacks and 
added them together, saying they equaled 80. Then she put the 9-cube and 2-cube ones stacks 
together, saying they made 11. She then broke off 10 of the 11 ones cubes, attached them to the 
8 cubes representing 80—and looked up confused. She knew that the answer was 91, but her 
arrangement of cubes didn’t look like 91. Class was over, however. It was time for lunch.

I wondered how Sarah was connecting her work on this problem with what she thought she 
understood about adding. She had demonstrated in earlier lessons that she was already able to 
use the conventional algorithm to solve this type of problem. When given a similar problem 
to solve on paper, she had explained that she needed to “carry the one” because there were too 
many ones. I wondered what she was thinking when she kept “carrying” the ten individual 
cubes.

At the start of math the next day, the class reviewed all the methods they had shared for 
solving 39 + 52. I asked them to use each method to solve that day’s problem, 45 + 39, and then 
we would discuss what they found.

After the class had been working for a while, I came to Sarah and her partner. They com-
plained that three times they had done it “Sarah’s way,” and each time the answer was 174. It 
didn’t make sense—they had already reached an answer of 84 doing it other ways. I knew it had 
really bothered Sarah the day before when the cubes hadn’t shown her idea of the right answer. I 
was pleased with her persistence and joined the pair for a while.

They had built the numbers with Unifix cubes, using yellow cubes for tens and black for 
ones; thus they had 4 yellow and 5 black cubes representing 45, and 3 yellow and 9 black cubes 
for 39.

case 4

Keeping it straight
Lucy
GRADE 3, NOVEMBER
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Teacher:	 What happens when you add the two numbers together?

Sarah:	 First I add the ones together. [She puts all the black cubes into a stack.] There 
are way too many to keep on the ones side, so I try to carry them.

I wanted Sarah to explain what she meant by this.

Teacher:	 What do you mean that there are way too many ones to have on the ones side 
and you try to carry them? What does that mean?

Sarah:	 There are 14 ones and I’m doing this like a problem, so I have it, like, I’m sort 
of writing it, but using cubes instead of writing it.

Sarah pointed to the cubes; she had the tens arranged in a column and the ones in another 
column, vertically, one number below the other.

Sarah:	 There are too many ones to equal on this side. [She points to the ones.]

Teacher:	 OK.

Sarah:	 I carry the 1, so I take 10 away. [She breaks off 10 of the black cubes.]

Teacher:	 What do you mean you take 10 away? Is that like subtracting?

Sarah:	 The answer is 14, so I’m trying to carry the 1. [She is being very patient with 

all my questions.]

Teacher:	 And what is that 1 that you are trying to carry? 

Sarah:	 The 1 is … tens.

Teacher:	 OK.

Sarah:	 Each ten is 10 ones.

Teacher:	 OK.
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Sarah:	 So I take away 10 ones. [She attaches them to the 7 yellow cubes and looks 

at what she has, a stack of 4 black cubes and a second stack of 17 yellow and 

black.]

Teacher:	 So you said your answer was 174.

Sarah:	 And so, here’s my tens [pointing to the yellow and black stack] and here’s my 
ones. [Setting aside the 4 black cubes, she begins counting the yellow and 

black “tens.”] And it’s 174.

Teacher:	 And this is what you got before. [Sarah’s partner begins counting to make 

sure.]

Sarah: 	 [Pondering] I’m getting it. [Her eyes turn bright, like a lightbulb coming on.]

Teacher:	 What do you think?

Sarah:	 If I put 10 of these up here [pointing to the 10 black cubes attached above the 

yellow] it equals 1, not just 10.

Teacher:	 If you put 10 of what up there? [I want her to be clearer about what she is 

saying.]

Sarah:	 It equals 10 ones. It’s 10. Not 100.

Teacher:	 I’m not sure I know what you mean.

Sarah:	 When I took these [10 black cubes] from down here [pointing back to the 4], 
it is a ten.

Teacher:	 It is a ten?

Sarah:	 It is a ten.

Teacher:	 These 10 black Unifix cubes are a ten? [Sarah picks up an extra yellow cube 

and attaches it to the other 7 yellow cubes.] So you’re saying this ten [stack of 

10 blacks] is the same as this 1 yellow cube?

Sarah:	 [Nodding and smiling] It’s 84. I know what I was doing wrong now.

Teacher:	 You were just thinking of this ten …

Sarah:	 As being 100.

Teacher:	 Does your answer of 84 have anything to do with the work you did on your 
paper when you added the numbers the other ways? What does what you 
wrote on your paper have to do with what you just found out about that ten?

Sarah:	 It’s the same thing.

Teacher:	 What was it that you did the same?
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Sarah:	 Like here. [She picks up the paper on which she applied the traditional algo-

rithm and points to the small 1 she had put above the 4.] This 1 that I car-
ried is 1 ten. In the 14, there’s a ten right here [pointing to the digit 1 on her 

paper].	

Teacher:	 All right! Are you happy now? [Sarah smiles.] That was really bothering you, 
wasn’t it?

Now that I’m writing up this episode, I wish I had thought to ask Sarah what made her 
realize that the 10 black cubes equaled a ten and needed to be represented with a single yellow 
cube. But I didn’t—maybe next time.

It seems to me that Sarah’s struggle with representing her work this way helped her make 
the connection to what’s happening on paper when digits are moved around. I’ll watch her work 
in coming days to see if I’m right. Now I have to find that connection for the other sixteen kids! 
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What Sarah was trying to show seemed important to me. It was interesting to have a dialogue 
with her—to go through her thinking with her, watching her ideas become clearer as she talked 
through her process. She was hooked. She knew there was something missing, something 
wrong, and it was important to her to find it and understand it.
We had just recently spent time reviewing ideas related to the meaning of the four basic 
operations. I had noticed that students were quick to solve most problems using the U.S. 
standard algorithms. I was curious about what students might do if I asked them to move 
beyond this approach. When dealing with subtraction of large numbers, might a context 
encourage them to use landmark numbers such as 500 and 1,000? Would they use models or 
diagrams when asked to find a second approach? How would they use the concrete materials 
when the numbers are large? Would they be comfortable with renaming the unit? Where might 
they struggle? How might I advance their thinking: by having them work with even larger 
numbers like 1,000,000? By having them look for patterns in the powers of ten? By having 
them formulate generalizations related to changing the unit?

I decided to pose a problem that would involve subtracting 485 from 10,000. I chose the 
following:

Uncle Marvin has $10,000. He needs $485 to buy a remote-controlled dog. He wants to 
give you the rest of the money. How much will you receive?

Knowing nearly every student could successfully solve this problem with the standard 
algorithm, I asked them to take a moment to solve the problem in whichever way they chose and 
share their answers. This way, they would have the answer; then when working on a second ap-
proach, they could really spend time thinking about the process rather than focus on the answer. 
This move also helped students find errors in their thinking as they worked out their second 
approach. 

After students shared their answers in their small groups (they had indeed all used the U.S. 
standard algorithm or a calculator), I presented the following task:

Show at least two different ways to find the solution. Materials available include—

• graph paper;

• base-ten paper;

case 5

Doesn’t it take 100 of these to make 
10,000?
Olive
GRADE 6, SEPTEMBER
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• 10-by-10 grids; and

• base-ten plastic pieces.
As I circulated, I noticed that most students had decided to reassign the value of the 10-

by-10 square (hundreds grid) as one thousand. What I had not anticipated was the widespread 
confusion about what to do from there. Most students next took away 4 hundreds, traded anoth-
er hundred for 10 tens and took away 8, and then traded a ten for 10 ones and took away 5 (fig. 
1.1). The problem was that they were using the 10-by-10 grid as both 1,000 and 100. Their result 
was 515, which they recognized was not the same answer they found with the previous method. 
They had essentially taken 485 from 1,000 rather than 485 from 10,000. 

I asked Marc about his thinking and he told me, “I can minus this and this [he crosses off 

hundreds, tens, and ones], but I messed up. I was doing 1,000, not 10,000.” When I inquired 
further, he said that he started off using the 10-by-10 grid as 1,000 but when he started taking 
away, he used it as 100. I commented that he had made an important observation and I would 
check in later about what he decided to do to solve this.

Fig. 1.1.  Confusing 1,000 with 100 when modeling 10,000 – 485

Isabel started with a square to represent 1,000 and represented 100 and 10 with differ-
ent-size rods. She made a sketch to show the problem (fig. 1.2). I asked Isabel to talk to me 
about why she built the collection this way. She said she knew that she needed to trade pieces in 
order to take away 485, so she built that into her initial arrangement. She said, “I built it so I had 
10,000 but could take away 4 hundreds, 8 tens, and 5 ones.” I wondered later if she had done 
this because of what she learned when solving the problem using the algorithm. Did she see the 
connection between her approach and borrowing across those zeros? 
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Fig. 1.2.  Isabel’s sketch for 10,000 – 485

Only one student, Brianne, used a number line and an adding-on strategy to solve the 
problem (fig. 1.3). I made note to be sure to have Brianne share her approach when I pulled the 
whole group together for discussion.

Fig. 1.3.  Brianne’s number line and adding-on strategy

I asked Brianne to share her method. She explained that she had started with $485 and 
jumped to landmark numbers on the number line. “Start at $485 since he already spent it. It 
took 15 to get to 500 and would take another 500 to get to 1,000. Then I had to jump 9,000 to 
get from 1,000 to 10,000.” I asked where she looked to find her answer, and Brianne said, “It’s 
the number on the jumps, so 9,000 plus 500 plus 15, which is 9,515.” I asked the class if there 
were questions about her approach, and there were none. 

At the very end of the period, I asked the students to think about a method or model they 
might use to find their inheritance if Uncle Marvin was really a millionaire. (He still planned 
to give you the money remaining after he bought the remote-controlled dog.) In the next 
lesson, we’ll look at their approaches to the extension problem and compare these to their 
representations of the original.
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