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their time and energy.  Thank you Ashley Blair (Cannons Creek School); Jill Bowker (Nelson Park
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I N T R O D U C T I O N

B u i l d i n g  o n  w h a t  c h i l d r e n  k n o w  a t  f i v e

In the five years before they start school, all children develop their own understandings and skills

in oral language, literacy and numeracy. This learning is shaped by family and community, and by

early childhood settings such as a kindergarten or early childhood service. However, the

understandings and skills of a new entrant child are not necessarily consistent with those required

in a school context (McNaughton, 1996).

To achieve early success at school, a child needs to link what is being taught with past experiences

and existing knowledge, understandings and skills (Clay, 1993). Teachers help children to make

these links by learning about each child through observation and assessment, and by designing

programmes that enable the child to use existing understandings and skills as they participate in

the classroom programme. “After a child has come to terms, in her own way, with the new place

and the new people, the teacher encourages her to share experiences with other members of the

group. A good teacher of new entrants needs this important quality of being able to use the unique

background of each pupil so that in time she comes to share common experiences with her learning

group” (Clay, 1975).

A s s e s s i n g  t o  f i n d  o u t  w h a t  c h i l d r e n  k n o w

Assessment is a vital tool in establishing successful learning. It allows a teacher to identify the skills

and understandings children bring into the classroom, and to determine that children are continuing

to learn. Assessment also provides opportunities to observe a child and identify the strategies they

use, their individual learning styles and learning dispositions. When programme planning is based

on accurate assessment, teachers can be confident that the learning they offer children is linked to

and builds on existing understandings and skills (Learning Media, 1999). This helps to sustain

children’s interest and motivation. It also means that teachers do not lose time re-teaching what is

known or introducing concepts that cannot be grasped.

The assessment carried out when a child begins school has even greater significance for both the

child and the teacher. Teachers use the information gathered on entry to school to identify the

learning steps and strategies they should offer in a teaching programme. Teachers also form

expectations of what the child can do that are based on this early assessment. Such judgements and

expectations can have a significant impact on a child’s progress in their first year and in future

years as this baseline data will be referred to and may shape the expectations of future teachers.

It is therefore vital that teachers accurately identify the skills and understandings new entrant

children have developed, the way they prefer to work and their past experiences. Given the

significance of information gathered at school entry, it is clear that children deserve the best

assessment available, based on tasks that are relevant, revealing, supportive of what they know,

valid and reliable.
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Because each child is different, teachers:

• Find out what the child already knows and can do;

• Develop programmes, learning environments in contexts that are meaningful to the child;

• Plan for literacy as a part of all learning;

• Implement programmes that extend the child’s knowledge and understanding;

• Employ a wide range of appropriate teaching and learning strategies;

• Continuously observe, assess and record progress to ensure the child is learning and to

provide a basis for future learning;

• Develop and maintain links with the family and community; and

• Critically reflect and challenge their thinking and practice, for example, the possible

limitations of what is currently expected or assumed (Learning Media, 1999).

T h e  S c h o o l  E n t r y  A s s e s s m e n t  ( S E A )  K i t

The SEA package presents three tasks that help teachers to observe how children operate in literate

and numerate ways. The tasks support children so they can demonstrate what they understand

and what they can do in three key learning areas—oral language, early literacy and numeracy. The

tasks provide a framework to describe children’s understanding and skills using a consistent set of

criteria that can be added to, depending on the child and the setting. While the tasks are focused

around three key learning areas, the assessment also provides a teacher with opportunities to

interact with individual children, and to closely observe their approach to learning.

This assessment kit was developed in English as the School Entry Assessment (SEA) kit and in

Te Reo Maori as Aro Matawai Urunga-a-Kura (AKA). The number of student summary sheets (for

AKA) that were returned to the Ministry of Education between July 1997 and December 2000 was

very low. This report, therefore, focuses only on the student summary sheets returned for SEA. To

get a better idea of why so few summary record sheets are being returned for AKA, the Ministry

commissioned a study to examine views about AKA from teachers in different immersion settings.

The researchers carrying out the work have also asked teachers how they used the information

from AKA. The results of this study will be published in a report later this year.
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F O C U S  O N  T H E  C H I L D

O b s e r v i n g  t h e  c h i l d

SEA gathers information through focused observation of a child as they engage in a task with the

teacher or with a friend. The tasks are based on collaboration between the child or children and

the teacher. In Concepts About Print, the child helps a teacher to identify unusual aspects of a book;

Tell Me involves the child sharing a story with the teacher and/or a friend; and Check Out is a game

played by the child and teacher, or with a friend. This collaborative approach provides a shared

context that supports the child. There is a sense that assessment is a joint activity, and that the

child is not “in this alone”.

The SEA tasks yield detailed information that extends beyond a narrow focus on the key learning

area assessed. The opportunity for extended interaction between the child and teacher, and the

focused observation on which the tasks are based, allow the teacher to observe the child’s behaviour

in a wider context. Teachers are able to observe how children approach a task, the ways they interact

with people, the strategies they use, and how they deal with uncertainty, challenge, and even confusion.

Teachers use this opportunity to consider and evaluate their knowledge of the child.

1 O r a l  l a n g u a g e

Using a book to support a story is a familiar activity for many children. Reading a book together and

then having the child retell the story to the other is a useful strategy to develop oral language. Tell

Me is based on the child retelling a story—an activity which involves the use of abstract concepts

and explicit language. A retelling is used because children’s retelling skills are linked to their

understanding and skill in other areas of language and literacy. Retelling skills are associated

with comprehension, reading for meaning and producing stories (McNaughton, 1996). These skills

support early reading and writing.

Tell Me assesses a child’s oral language through the following items:

• their comprehension of the story;

• the complexity of the sentences used;

• their use of vocabulary;

• how they organise the retelling;

• the content included in the retelling; and

• the degree of description and expression in their retelling.

W h a t  c a n  c h i l d r e n  d o ?

SEA data sent in by new entrant teachers to the Ministry of Education since 1997 has been analysed

to identify the skills and understandings in oral language that children have on entry to school. This

has been achieved by comparing the children’s scores on the different types of Tell Me item.

The graphs in Figure A show how children performed overall on the six different types of item that

focus on oral language. From these six graphs you can see how, overall, the children demonstrate:
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• relative strengths in comprehension and content knowledge. This is shown by their scores

being at the upper end of the four point scale (0–3).

• their ability to develop sentences, use vocabulary and organise the retelling of a story. Their

scores on these items are at about the middle of the four point scale (0–3).

• they have further to go in producing descriptive language. Here their scores overall fall

towards the lower end of the four point scale (0–3).

F i g u r e  A : H o w  n e w  e n t r a n t s  p e r f o r m  o n  t h e  s i x  s u b - t a s k s  t h a t  f o c u s  o n  o r a l  l a n g u a g e

( T e l l  M e )

Children and/or their teacher choose one of six books for their retelling. The graph below (Figure B)

is based on information from all the children who read the three most popular books, that is, those

books that are most used. These are Bernard O’Brien’s Tooth (most used), Too Much Cake and

Naming the Baby. The shape of the graph is the same for each of the books. What this shows, is that

the choice of book—whether chosen by the teacher or the child—does not affect the pattern of

scores across the different types of Tell Me item.

F i g u r e  B : D i f f e r e n c e s  i n  T e l l  M e  S u b t a s k  A v e r a g e s  b y  B o o k
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   T E L L  M E :

                    P U P U A ’ S  R E C O R D  S H E E T

B E R N A R D  O ’ B R I E N ’ S  T O O T H

Pupua did not respond to the comprehension questions and provided

limited information in other aspects of the retelling. However, other

aspects of the retelling revealed that he did understand at least one

main point of the story so his comprehension skills were not fully

revealed by his response at this point.

Looking at this record, Pupua’s teacher will need to consider how his

limited response relates to the way he behaves in the classroom and

during the earlier phases of this activity. For example, what was

revealed by Pupua as he listened to other retellings in the classroom,

as the story was read by the teacher? Did he interact with the teacher

or with other children? Could his lack of response mean that he was

worried or put off by an unfamiliar situation?  Is he able to retell more

familiar books?

The sentences Pupua uses in his retelling are unconnected labels—

they do not connect a verb with a subject or object. The classroom

programme will need to provide learning that supports Pupua to develop

and use increasingly complex sentences. This may include activities

that strengthen the skills of retelling and describing events or stories,

and producing stories from his own speech and writing that are

developed and elaborated in collaboration with the teacher. The

complexity of Pupua’s sentences may also increase as he becomes more

familiar with the language of books and stories.

Pupua can use labelling words. These form the basis of his vocabulary.

The teacher can build on his vocabulary so that Pupua is also able to

use descriptive and expressive words. The teacher might model how to

use such language, offer language experience activities to develop

Pupua’s use of expression in language, ensure there is constant

exposure to books with rich descriptive and expressive language through

a range of reading approaches.

Miming is a very important observation. This is a strength which

suggests that Pupua has understood that the purpose of the task is to

describe the story, and that he could identify an idea in the narrative.

This provides a place for further learning to begin. The teacher can use

meaning and description to develop Pupua’s vocabulary and build on

his use of sentences.

Pupua has identified one main point in his retelling. He has

comprehended the story despite his lack of response to the

comprehension questions.
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 T E L L  M E :

                      R O B B I E ’ S  R E C O R D  S H E E T

B E R N A R D  O ’ B R I E N ’ S  T O O T H

This record shows that Robbie has good receptive and expressive

language, well developed sentence structure and varied vocabulary.

The observation and results for organisation, description and content

suggest that Robbie has a sense of linked narrative and that he can

use language and picture clues. This could be extended by experiences

with other stories that provide Robbie with opportunities to see and

comment on the language used in the story; also through writing

conferences with the teacher where they identify, explore and develop

the connections and linkages Robbie uses in his own writing.

Robbie has developed some skills of description and expression. Again

the teacher will want to offer activities which extend and elaborate

Robbie’s skill in this area.

Robbie’s responses to the comprehension questions show that he can

pick up the main points of the story, he can recall events and make

simple inferences. His comprehension skills are confirmed by the content

result—he can identify 2/3 main points. Robbie’s skill in recall,

comprehension and inference can be strengthened by retelling activities

and through the reading programme, where the teacher can provide

questions which explore and build on his inference skills.

The teacher analysing this record may be able to relate Robbie’s retelling

to the way he interacted with the teacher while the story was read. If

the main points he has identified were discussed with the teacher as

the story was read, it may indicate his use of collaboration, and his

sensitivity to learning.
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I m p l i c a t i o n s  f o r  t h e  c l a s s r o o m  t e a c h e r

• I d e n t i f y i n g  a  f o c u s  f o r  t e a c h i n g  a n d  l e a r n i n g

“I find that the information shows me what I particularly need to focus on in my teaching for each

child. I also use the information gained to confirm—or not!—my initial instructional groupings. I

can see trends in what children can do, so I know what I don’t need to teach, and I can target my

teaching to specific identified needs.” Ruth

“For oral language we start with the results of SEA. We’ve thrown out the Record of Oral Language

and although we still use Junior Oral Language Screening Tool (JOST) with some children we’re

not happy with it. We take a child who shows beginning skills in oral language and we develop very

specific objectives for their learning. We break down the learning into specific objectives which

have a specific teaching focus. Our part time teacher works towards those objectives with the child,

often in a small group.” Lynne

• I d e n t i f y i n g  t e a c h i n g  s t r a t e g i e s  a n d  a p p r o a c h e s

“In some ways with Tell Me, I find that a high score is not as useful to me as a low one. Although the

information can indicate a lot more about a child than oral language skill, such as a child who has

a high score but makes poor progress at written language. This child may be tied up with fear

about making mistakes—they need to be reassured that it’s fine to make mistakes, it’s how we

learn, we need to take risks.

“Children who have a low score need extra support. I know not to put them on the spot, that I must

be prepared to extend their language through modelling and scaffolding. Tell Me reminds me

to be sensitive to children and it gives me even more reasons to read to my class. My favourite

activity!” Amanda

• I d e n t i f y i n g  t h e  p r o g r e s s  o f  c h i l d r e n ’ s  l e a r n i n g  a n d  d e v e l o p i n g  p r o g r a m m e s

“We are going to use Tell Me again at 6 years, making sure that children choose a different story to

retell. We really think it’s worth a try. In the past we did retelling incidentally in our classroom

programmes. Now it’s used as an exercise with shared reading at least once a week. We use a

range of books, even non-text books. Children retell to a buddy, and we have linked the retelling to

social skills so that the child who tells and the child who listens have clear roles, and know when

they listen and when they talk. At first we had some children saying “Oh but I can’t read yet”. But

we talked about “reading the pictures”. We could see that some felt it was taking a risk, but it has

worked.” Jill
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2 N u m e r a c y  s k i l l s

W h a t  c a n  a  t e a c h e r  l e a r n ?

Children use a variety of strategies to find answers to the questions in this game. Teachers have

found that these strategies provide a rich source of information about the way a child processes the

question, how they think of a number and how they form the number. These strategies can also

indicate the depth and stability of a child’s knowledge of number—whether the child knows the

answer as a fact, has found a process which successfully identifies the answer, or is simply guessing.

The strategies and processes used by a child provide insight into their understanding of number, so

teachers record as much information as possible on the record sheet. In addition to assessing the

specific aspects of numeracy identified on the record sheet, teachers can observe:

• how a child sets about the task — do they systematically pick out objects or seize a handful;

• self correcting and checking strategies;

• whether they are prepared to take a risk by guessing;

• how the child interacts with the teacher, and if the game is played by two children; and

• how they interact with another child.
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 C H E C K  O U T :

 L E R O Y ’ S  R E C O R D  S H E E T

Leroy knows the numerals one and two, but is not familiar with the

numerals of larger numbers. His response that the numeral 3 may be

the letter “n”, indicates that he has some confusion with the names of

numbers and letters.

Leroy knows the number patterns of 2 and 3 objects when he sees them.

But he is not familiar with patterns of larger numbers and does not

appear to have a strategy that would help him to accurately determine

what the number pattern is.

He is able to form small sets of numbers from 1 to 3. He uses a counting

strategy to form sets of more than 1, and this strategy reveals that

Leroy is still mastering the skill of one-to-one correspondence. Because

this concept is not yet secure, Leroy skips an object when forming a set

of 3, and double counts when forming a set of 5.

When he is asked to form a set of 9 or 12, Leroy shows that he

understands these are large numbers, but he is not sure of the quantity.

He takes a handful of objects and gives them the name of the number

requested. He cannot hold the number in his mind while he counts up

to it, so is not able to form these sets.

Leroy knows the number sequence to 13, then omits 14 and states 15.

He appears not to know the meaning of before and after in the number

sequence, and indicates that he doesn’t know the answer to these

questions.

Leroy is not yet able to join and separate small sets of objects mentally.

He does not attempt to estimate what they might be. Given this

lack of response, his correct answer when subtracting 1 from 2 may

have occurred because he repeated the last number said as the problem

was presented.
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 C H E C K  O U T :

C A I T L I N ’ S  R E C O R D  S H E E T

Caitlin knows the numerals between 1 and 5, and she can name 9

but not 12.

Caitlin does not recognise the patterns for any number, so she counts

the objects to determine how many there are.

Caitlin’s understanding of the content of numbers from 1 to 10 is still

developing. While she does not use a counting strategy when forming

small sets, Caitlin can form sets up to a maximum of 4 or 5, although

she was not able to consistently form a set of 3. She mistook the number

12 for 20 ( this is consistent with her numeral recognition of 12 as 20),

and formed a set of 20 by using a counting strategy. However, she

missed 14 and 17 from the number sequence.

Caitlin can produce a number sequence up to 12, then counts again

from 11 to 20, and once again she misses 14 and 17. She is able to

determine the number after 5, but is not secure in her knowledge of

those before or after larger numbers. Her knowledge of the number

sequence needs consolidation so that she can learn how forwards and

backwards relates to individual numbers.

Caitlin can join small sets together in her mind, increasing a group of

2 by 1 more. However, when the total size of the set is too great she has

some difficulty. Her attempts are reasonably close to the correct

answers, indicating that she has an understanding of the magnitude

of numbers and may be estimating her answer.
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 C H E C K  O U T :

B R A D L E Y ’ S  R E C O R D  S H E E T

Bradley knows all of the numerals presented to him, including 9 and 12.

He is familiar with small number patterns and can name them quickly

when he sees them.

Bradley can form sets ranging from 1 to 5 as well as forming groups of

9 and 12 objects.

He can count fluently and accurately up to at least 100. His knowledge

of number sequence is stable so that he knows the forwards and

backwards relationships of individual numbers early in the sequence.

He does not need to count from 1 to know that 6 is after 5 and 4 is the

number before 5. He also knows the numbers just after 16 and just

before 9.

Bradley can join and separate small sets mentally. His quick and

accurate response indicates that he knows the answers as a number

fact and does not need to use a counting strategy to confirm the accuracy

of his response.



22    SCHOOL ENTRY ASSESSMENT JUNE 1997 - DECEMBER 2000

I m p l i c a t i o n s  f o r  t e a c h e r s

• I n v o l v i n g  p a r e n t s  i n  c h i l d r e n ’ s  l e a r n i n g

“Although I use Check Out only to assess number, I still find it very useful. With children who show a

low to medium score, I do a little extra daily monitoring of my groups to identify which child may need

extra attention. I also ask parents to help with counting at home. They like this and they do it well.”

Sheryl

• I d e n t i f y i n g  a  f o c u s  f o r  t e a c h i n g  a n d  l e a r n i n g

“I use Check Out to assess all strands of maths, not only number. As the child is packing up after the

game I use the great equipment to assess algebra (pattern and knowledge), geometry (shapes, 2D

and 3D and colours), seriation and measurement. It makes my initial planning and grouping so

much more effective. I find that I no longer need to pretest before teaching, I refer to the results

from SEA to group new children. I plan the content within the programme to suit the individuals

and groups, and I don’t plan my individual lessons until after the assessment.” Ruth

• I d e n t i f y i n g  t e a c h i n g  s t r a t e g i e s  a n d  a p p r o a c h e s

“I challenge children who have a high score with extension activities in BSM and use the findings to

group “like” scoring children together for occasional extra activities. I base extension work for

groups on my findings from Check Out. It’s all too easy to teach kids things they already know by

simply following the BSM cycles (the programme).” Amanda

• I d e n t i f y i n g  t h e  p r o g r e s s  i n  c h i l d r e n ’ s  l e a r n i n g

“Our junior maths programme is based around the BSM cycles and modules, so we look at the

results of Check Out and that helps us to find a starting point in BSM. It also means that we can say,

“If the child is here at 5, where should they be at 6?” Lynne

• I d e n t i f y i n g  l e a r n i n g  d i s p o s i t i o n s / l e a r n i n g  a b o u t  t h e  c h i l d /  c r o s s  c u r r i c u l a

s k i l l s  a n d  u n d e r s t a n d i n g s

“I think SEA helps you to link to a child when they start school. It’s a special time together that

shows so much more than just what you “test”. Take Check Out for example, it tells you about the

patterns of a child’s thinking—do they count out the items or just grab a handful, are they prepared

to guess?  The talking around the game shows so much about their oral language and their ways of

learning.” Jill
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3 E a r l y  l i t e r a c y

W h a t  c a n  a  t e a c h e r  l e a r n ?

The items presented in the task range in difficulty from those usually achieved by children at five

years of age, to others that may not be achieved until a child is seven. The task has been designed

to identify what a child can do, what they have yet to learn and the concepts which are confusing

them. The “sensitive and systematic observation of young children’s reading behaviour … provides

teachers with feedback which can shape their next teaching moves”. (Clay, 1986)

The child’s response to each item is recorded and normalised scores are indicated. However, “The

real value of the survey is to uncover what processes and items a particular child controls and what

processes and items he could be taught next” (Clay, 1975).

The format of Concepts About Print used when assessing children at school entry is consistent with

that used in the 6 Year Net and will be familiar to the majority of teachers.

As with the other tasks, the teacher is able to observe aspects of a child’s knowledge, skill and

behaviour that are beyond what is identified on the record sheet. Teachers can observe the child’s

confidence in taking a risk, self correcting, and the ease of their interaction with a teacher.
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    C O N C E P T S  A B O U T  P R I N T :

P U P U A ’ S  R E C O R D  S H E E T

Pupua understands some concepts about print, although he is often

not certain of his knowledge.

Pupua understands the correct orientation of a book. He is able to

identify the front and that a picture is inverted. Pupua also understands

the concept that print carries the message in a book.

Pupua is developing an initial awareness of the directional patterns of

print. He is able to identify the direction print follows from page to

page, but not how it is read within a page.

The task was stopped at item 11, so there is no way to be sure if Pupua

has understood the concept of a word and a letter, first and last, or

whether he has any knowledge of the forms of punctuation presented

in a book.

Pupua’s behaviour indicated that he was not confident in his

understanding of books and the conventions of print. He continually

sought reassurance from the teacher as he indicated his response. The

teacher may need to consider whether this behaviour is consistent with

Pupua’s response in other classroom situations. Was he worried, put

off by the situation, uncertain of what he knows or uncertain of the

teacher?  Pupua’s hesitation may also indicate a reluctance to take

risks in his learning.



26    SCHOOL ENTRY ASSESSMENT JUNE 1997 - DECEMBER 2000



SCHOOL ENTRY ASSESSMENT JUNE 1997 - DECEMBER 2000    27

    C O N C E P T S  A B O U T  P R I N T :

C A I T L I N ’ S  R E C O R D  S H E E T

Caitlin is secure in her understanding of  how a book is orientated. She

is able to identify the front of the book and an inverted picture.

Caitlin has also understood concepts about the directional patterns of

text, from page to page, across the page and line by line. She

understands that the spoken word matches the words printed on the

page and can point to print, matching what is read.

She is not yet secure in her understanding about words and how they

can be distinguished. While Caitlin has recognised the concepts of first

and last, she cannot apply them to a word. This may reflect some

uncertainty about the concept of word. Caitlin is not yet able to

discriminate letters within words, or letter-sound relationships that

might allow her to recognise that the spoken word does not correspond

to printed text.

She is not yet aware of concepts of punctuation that are present in

printed text.
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    C O N C E P T S  A B O U T  P R I N T :

P A D D Y ’ S  R E C O R D  S H E E T

Paddy has well established understandings of the correct orientation

for a book. He also understands the direction of patterns of text from

page to page and line by line.

Paddy is able to identify some alphabet letters, and is developing an

awareness of letter shape.

He has some knowledge of the forms of punctuation that are printed in

text and what they mean. However, this knowledge may not be secure

because although Paddy talked about what a question mark looked

like, he could not name this feature when asked.

Paddy is not yet able to recognise the sight words presented in the task.
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I m p l i c a t i o n s  f o r  t e a c h e r s

• I d e n t i f y i n g  w h a t  c h i l d r e n  k n o w

“I like Concepts About Print. It tells me a lot about how much exposure to books the child has had

before school and lets me know what there is for me to build on.” Amanda

“I use it and I’m committed to it because it gives me useful, valid baseline information. It can

surprise you. I recently took a young girl through CAP and she knew 23 of the 24 items. She’s really

quiet in class, so if I hadn’t taken the assessment, I might not have known that about her for some

time.” Jill

• G r o u p i n g  c h i l d r e n  f o r  t e a c h i n g  a n d  l e a r n i n g

“Concepts About Print gives me great information about the knowledge children have in reading

and in written language. It allows me to organise groups for effective teaching. It also helps me to

plan a teaching focus for shared reading and writing, for example punctuation. I use it to plan for

personal writing because it gives me the information I need to set specific learning objectives for

each child.” Ruth

• I d e n t i f y i n g  t e a c h i n g  s t r a t e g i e s  a n d  a p p r o a c h e s

“We have had some surprises. We all felt we were pretty good at the teaching of reading, but we

have a high number of children who move into Reading Recovery. The information from Concepts

About Print has shown that we need to be more explicit about those concepts in our teaching of new

entrant children. Now we focus on things like the difference between a letter and a word, although

we are careful not to “teach to a test”, and it really shows in the children’s achievement at the

6 Year Net. The information goes through to the middle and senior school as well, so in the next few

years we’ll have a complete picture of our students.” Jill

• I d e n t i f y i n g  a  f o c u s  f o r  t e a c h i n g  a n d  l e a r n i n g

“I think that Concepts About Print provides children with opportunities to demonstrate a range of

skills from very early emergent literacy to more complex understandings of letter, words and

sentences. Children come with different skills, so a low score in the assessment is not an indication

of lack of ability, it simply suggests that their experience has not included a lot of books and story

reading. So that’s where we start—with lots of stories, alphabet activities and handling books,

getting them familiar with books to strengthen early literacy so the child can move on with

confidence.”  Sheryl

• I n v o l v i n g  p a r e n t s  i n  c h i l d r e n ’ s  l e a r n i n g

“After six weeks I arrange an interview with the parents and the child to discuss what I have

discovered, and to allow the child themselves to talk about how they feel. The parents are always

very interested. I know that the results would be helpful to the Board of Trustees, but I think that its

classroom teachers who can really use the information.” Ruth

• I d e n t i f y i n g  r e s o u r c i n g  n e e d s

“If I feel that SEA is showing up trends I report this to the Board of Trustees in the hope or expectation

that they will come up with additional resources to meet the need. To a certain extent this has

happened in the past. We employed a part-time teacher to provide extra reading tuition.” Amanda
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F O C U S  O N  T H E  S C H O O L

In addition to helping teachers make informed decisions about teaching and learning for the children

in their classrooms, the information gathered from SEA will help school management. They can

use the information to identify trends, to evaluate programmes in relation to specific needs, and to

inform decisions about the resources and support provided for new entrant children. In this section

teachers describe how the SEA data is used by their school.

H o w  d o  s c h o o l s  u s e  t h e  i n f o r m a t i o n ?

• I d e n t i f y i n g  s t u d e n t  p r o g r e s s

“We have recorded SEA data for three years now, and we have been thinking “What does it mean

for us and how can we use it?

“We decided that we’d use it as baseline data, and link it to their assessment at 6 years because it

gives us the “big picture” and that’s important. We compare the children’s records from their new

entrant assessment and assessment a year later. I think it’s important that teachers are trained in

the analysis of the information so we can look at the information and think about what that means

for children’s literacy and numeracy. The analysis has shown that most of our new entrant children

achieve around the average of children in schools of this decile, although we have some children

with really high scores. So our children show a range of skills.” Jill

• D e v e l o p i n g  r e s p o n s i v e  p r o g r a m m e s

“I like really hard data to analyse and use in my teaching. SEA gives it to me. I use it as diagnostic

information.” Sheryl

“We view SEA very much like the 6 Year Net. It’s good, reliable, valid information and a baseline

for the data we gather on students to evaluate their progress. It’s our first yardstick measure so to

speak. Classroom teachers use the information as formative data. They identify teaching points and

these are the basis of activities in the programme. Its just like the 6 Year Net—to identify teaching

objectives for individuals, to shape their teaching programmes. As the teachers have said, it also

allows one-on-one time to really get to know the child and to reflect on their strengths and needs.

“At the end of each year, around October, we review our school in terms of where we are at,

particularly in terms of numeracy and literacy. Needs are identified and along with this there are

action plans. All staff have the opportunity to give input and therefore there is great ownership of

the direction we take.” Lynne
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• I d e n t i f y i n g  s t u d e n t s  w h o  n e e d  s p e c i f i c  s u p p o r t

“Each child’s results are analysed and if there is a need with a group of children, this is taught, or

the students are moved into existing groups who have similar needs. Where there is an individual

need, it is dealt with on an individual basis. I use the information as the school assessment co-

ordinator, and I discuss the entry levels of children with the principal. In a school such as ours, a

decile 2, it helps us pick up kids with ability that we might otherwise take longer to recognise. We

also find it helps us to identify groups who need a little extra help with language, maths etc.

“A hard copy of the results is put in the child’s folder and goes with them through the school. In the

case of children we feel are at risk, the information goes into an At Risk Folder on the computer.

The information is used to identify what support is needed. We look at it again after the 6 Year Net

and if the results of the Net show the child is no longer at risk, we take them out. Otherwise they

stay in and are given as much support as we can afford to bridge the gap. The next teacher will use

the information to see if the child is still at risk by reassessing those areas. If the child has been

identified as having ability, it is reviewed to see if the child’s needs are being met.” Lynne

“We use SEA data to identify children who may require extra support to develop and strengthen

their early literacy, numeracy or oral language skills. And we provide programmes for these children

that are based around specific learning objectives that are identified through the SEA tasks. Children

are assessed in and out of the programme, using the SEA tasks.” Sheryl

• S h a r i n g  i n f o r m a t i o n  w i t h  c h i l d r e n ,  p a r e n t s  a n d  w h a n a u

“We have an equal partnership at this school, so parents and children get feedback about the

results. Children have goals that they set for themselves, and SEA influences this.” Lynne

“We have a follow up interview with parents when the SEA assessment has been completed. We

may talk over any concerns with the Public Health Nurse or another professional if the assessment

identifies areas that might need specialist support.” Sheryl

“We use SEA because it is the only standardised test for five year olds. The new entrant teachers

administer SEA, usually within the first four to six weeks of school. Some of our pupils do not have

enough language to do much when they arrive at school, but we are looking into this right now.

“We look at the results from one year group to another and there seems to be an improvement in

our results from 1998 to 1999.

“We use the information to track the children’s progress and to see just how much “value added”

we achieve at school. We compare the results from SEA with CAP which we do again at 16-20

weeks and then at 6 years. We are able to show the huge changes achieved after a child enters

school.” Ashley
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F O C U S  O N  T H E  N A T I O N A L  P I C T U R E

W h a t  c a n  w e  l e a r n  f r o m  t h e  n a t i o n a l  d a t a ?

A Summary Sheet of each child’s assessment can be completed and faxed to the Ministry of

Education’s Research Division. This section presents an analysis of the SEA summary sheet data

sent to the Ministry between July 1997 and December 2000. This analysis is designed to provide a

picture of what new entrant children can do when they begin school.

Graph E shows the spread of total scores for each task (Checkout, Tell me and CAP) when the

information from all schools is combined. This gives us a clear picture of what new entrants can do

shortly after they enter school.

G r a p h  E :  C o m b i n e d  t o t a l  s c o r e s  f o r  a l l  s c h o o l s  o n  e a c h  t a s k  1 9 9 7 - 2 0 0 0

The distribution of total scores for Checkout—All schools 1997-2000

Total Score Checkout: 0-32
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The distribution of total scores for Tell Me—All schools 1997-2000

Total Score Tell Me: 0-18
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The total score in Checkout is a combination of the scores on each of the different sub-tasks: numerals,

patterns, sets, sequences and operations. Scores for individual children can range anywhere between

0-32.

The total score in Tell Me is a combination of the scores on each of the different sub-tasks:

comprehension, sentences, vocabulary, organisation, description and content.  Scores for individual

children can range between 0-18.
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Some teachers and schools have raised concerns about the usefulness of the SEA data. They are

aware that the tasks are administered by teachers with differing experience and knowledge of SEA.

They are also aware that the information is not collected systematically. However, researchers

have looked at the information in a number of ways, and over time they have become increasingly

confident that the emerging picture of new entrant children is a fair one. This confidence is based

on the amount of information received, and the range of new entrant children and schools

represented, combined with other characteristics that are gauged through statistical analysis. The

picture is consistent over time, and is also consistent with other information gathered about student

achievement. The Ministry also believes that without this information from schools, there would

not be a clear, national picture of new entrant children to guide the development of policies around

the learning of young children.

The Research Division has used the information on a number of occasions to demonstrate that

there are differences in what New Zealand children can do as they enter school. These differences

have helped policy makers come to terms with the types of changes required to help all children

establish and maintain successful learning in their first years at school.

W h a t  d o e s  t h e  d a t a  s h o w ?

Between July 1997 and December 2000 nearly 30,000 individual SEA summary sheets (29,377

sheets) had been returned to the Ministry of Education and entered in the database.

While there were some differences apparent in the number of days a child had been at school

before the SEA tasks were administered, on average children had been at school about six weeks.

This falls within the recommended time for administering SEA of within eight weeks of a child

starting school.

• G e n d e r

We received a marginally higher proportion of summary sheets for boys (52%) than girls (48%)

during the years 1997-2000. Ministry records show that this is consistent with the slightly higher

proportion of boys in the New Zealand new entrant cohort.

Below are three graphs (Graph F) that show us that girls, on average, score consistently higher

than boys on each of the SEA three tasks. What is not apparent from the graphs, but what is clear

from the data, is that children of both genders achieve across the range of scores for Tell Me, CAP

and Checkout. Schools may well observe their male new entrants and their female new entrants

achieving across a wide range of scores for any of the tasks.

The distribution of total scores for Concepts About Print—All schools 1997-2000

Total Score Concepts About Print: 0-24
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The total score in Concepts About Print is a combination of the scores on each of the different sub-

tasks: how reading is carried out, sequences, punctuation and letter and word concepts. Scores for

individual children can range anywhere between 0-24.
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G r a p h  F :  G r a p h s  s h o w i n g  t h e  a v e r a g e  t o t a l  s c o r e s  f o r  b o y s  a n d  g i r l s  f o r  e a c h  o f  t h e

t h r e e  t a s k s

Concepts About Print Total Mean Score
by Gender: All Schools 1997–2000

score range 0–24
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Checkout Total Mean Score by Gender
All Schools 1997–2000
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