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…
• Warm up (Jen)
• How early is early in maths
• Learning progressions
• How do we measure learning and development in early 

mathematics?
• Using picture books to inspire mathematical thinking
• Critique and wrap up



Warm Up



Warm Up



An ACER definition of an LP
• A learning progression describes what it typically looks like 

for learners to move from early knowledge, skills and 
understandings to more advanced knowledge, skills and 
understandings within a domain.

– ‘progression’ à continuity and coherence – seamless 
development of learning along core areas of the domain

– ‘typically’ à may not be an accurate picture of how every 
student or every student group progresses

– ‘looks like’ à based on real-world observation of learners

– ‘knowledge, skills and understandings’ à a range of cognitive 
states and processes 



What are the features of an ACER LP?

Levels are arbitrary 
but convenient 
divisions of 
developing 
knowledge, skills 
and 
understandings.

Le
ve

ls

Strands are skill-based, 
concept-based or content-
based divisions of domain.

Strands

Level descriptors are 
descriptions of 
knowledge, skills and 
understandings at each 
level (overviews or 
strand-based)

Level descriptors

Progression 
elements

Progression elements are 
changes in concepts, 
contexts, behaviours and 
understandings that reveal 
progress in learning within 
the domain. 



What are the features of an ACER LP?
• ACER LPs have an underpinning quantitative basis in 

the form of an interval scale.
– The scale is derived from analysis of learner 

performance data.

• ACER LPs have supplementary material associated 
with them.
– instructional activities
– illustrative assessment tasks
– examples of learners’ work



 

Figure 1: Framework for extension of UIS RS into early learning

Issues for consideration

The proposed approach is to provide as 
much flexibility as possible to ensure that 
many countries can report on learning for 
Indicator 4.2.1 whist maintaining a high 
level of quality and comparability. ACER-
GEM recognises that there are many 
important issues to consider in any 
approach to the measurement of early 
learning, taking into account the needs of 
countries and the international assessment 
and reporting community, as well as 
children, families and early childhood 
development practitioners.  

Some of these issues are outlined below. 

Would it be better to have a single 
measure, used across all countries? 

Using a common measure across all 
countries would provide the greatest 
consistency in 4.2.1 reporting – however, 
this is unlikely to occur in the near future. 
The UIS RS and Data Alignment process 
will help to improve interim reporting, for 
as long as multiple measures are used.  

This does not preclude the adoption of a 
common measure (the ECDI) by countries 
over time. It is hoped that reporting using 
the UIS RS will help to generate appetite 
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Describing children’s learning 
• How can educators measure mathematical ability?

– Covers a range of learning appropriate to before 
school

– Free/low cost
– Available for use by educators 
– Comparable

• Example measures
– MELQO, MICS, EGMA, DIBELS-M
– EEF database



Example items
• Counting

– Now we are going to play some counting games. The 
first game is a counting out loud game. How high can 
you count? Start at one and count.

– STOP RULES: When a child states a number incorrectly or 
reaches 30.

– MELQO #11 Verbal Counting



Example items
• Number identification

– STOP RULES: 60 seconds
– EGMA Toolkit example

2 9 0 12 30
22 45 39 23 48
91 33 74 87 65
108 245 587 731 989



Example items
• Number comparisons

– which domino shows the greater amount?

– STOP RULES: 60 seconds
– DIBELS Maths K

Beginning Quantity Discrimination (BQD) 
Overview 

 Grade K (Fall, Winter, Spring)  

 Benchmarking  

  Assesses a student’s ability to quickly discern the greatest number in a set 
and ability to weigh relative differences in magnitude efficiently. 

The assessment is administered 1:1. Students are shown pages with 
domino-like dots and are asked to tell which domino shows the greater amount.  
As students verbally respond, the assessor records the responses in a student 
response booklet.  Students are timed for 1 minute.   
          

 

Grade K Example: 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  



Example items
• Producing a set

– Now we’ll play a game with counters. Please give me three 
counters.

– Now, please give me six counters.
– Now, please give me fourteen counters.
– 20 uniformly sized small objects that can be used for counting (e.g., 

stones, bottle caps). Items should not be able to roll. No food items 
should be used.

– STOP RULES: If child cannot give you 3 and 6 items (first 2 items)
– MELQO #12 Producing A Set



Example items
• Operations

– Now we’ll play a game with counters. Please give me three 
counters.

– STOP RULES: 60 seconds 
– EGMA Addition and Subtraction Level 1
– Note, MELQO uses counters + verbal response 

RTI  EGMA Toolkit 

 13 

 
 

Sample addition and subtraction 
level 1 items 

 

      
 1 + 3 = iiii 4 – 1 = iiii  

 3 + 2 = iiii 5 – 2 = iiii  

 6 + 2 = iiii 8 – 2 = iiii  

 4 + 5 = iiii 9 – 5 = iiii  

 3 + 3 = iiii 6 – 3 = iiii  

      
 

 Addition and subtraction level 2 items  

      
 13 + 6 = iiii 19 – 6 = iiii  

 18 + 7 = iiii 25 – 7 = iiii  

 12 + 14 = iiii 26 – 14 = iiii  

 22 + 37 = iiii 59 – 37 = iiii  

 38 + 26 = iiii 64 – 26 = iiii  

      
 

Description: The Addition and Subtraction Levels 2 subtests are untimed tests consisting of five 
items each that increase in difficulty, with a stop rule of four successive errors. Addition Level 2 is not 
given to students who receive a score of zero for Addition Level 1, and Subtraction Level 2 is not given to 
students who receive a score of zero for Subtraction Level 1. No sums are greater than 70. The subtraction 
problems are the inverse of the addition problems. 

Background: Arithmetic (addition, subtraction, multiplication and division) serves as the 
foundation for the skills necessary in later mathematics and science education (Ashcraft, 1982). As noted 
in Section 2.1, children have rudimentary skills in arithmetic prior to enrolling in school. Studies show 
that children understand that adding to a small group of objects increases the quantity of items and that 
taking away from the set decreases the quantity (Starkey, 1992). In early arithmetic development, children 
use objects to represent addition and subtraction problems (Geary, 1994). With regard to problem-solving 
strategies, children frequently advance from a “count-all” strategy (counting all of the items from both 
sets) to counting on from the larger set (the “min” strategy). These strategies can be used for both object-
based addition and symbol (numeral)-based addition. 

In the Core EGMA, arithmetic skills are represented by the Addition and Subtraction Levels 1 
and 2 subtests. The ability to add and subtract are thus important skills to measure, but to be optimally 
useful, students must be “fluent” in arithmetic facts. The word “fluent” is commonly described as both 
fast and accurate (Common Core Standards Writing Team, 2013). Fluency is a combination of “just 
knowing” (sometimes referred to as automatic retrieval), using number patterns, and using strategies 
(Baroody, 1987b; Common Core Standards Writing Team, 2013). Research supports the idea that fluency 
in the addition of one-digit numbers is a core skill for later mathematical development and predicts later 
mathematical performance (Baroody, 1987b; Jordan, Hanich, & Kaplan, 2003; Reikeras, 2006). The 



Example items

– In this game, we are going to look at 
some shapes and some pieces of 
shapes.

– If you put these pieces together, they will 
make one of these shapes. Point to the 
shape the pieces make.

– STOP RULES: none
– MELQO #16 Mental Transformation

Sheet #5d. Mental Transformation 

 

 

 

 

 

 

  

• Mental transformation 



Example items

– Point to the picture with the ball on the 
chair.

– Point to the picture with the ball under 
the chair.

– Point to the picture with the ball in front 
of the chair.

– Point to the picture with the ball next to 
the chair.

– STOP RULES: none
– MELQO #10 Receptive Spatial Vocabulary

• Visual Spatial
Sheet #2 Spatial Vocabulary 

 

 

 

 

 

 

 

  



Are these good items?
• A question of breadth

- Other aspects of number
- Subtraction, multiplication, division 
- fractions and decimals

- Measurement and geometry
- Statistics and probability

- A question of progression
- How does this connect with maths in F-3, or 4+?
- Psychometrics are weak
- Developing world focus

- How do you measure growth in early maths?



Linking mathematics to 
children’s literature

The main benefits for integrating children’s literature into mathematics lessons are:
• to help children learn mathematical concepts and skills
• to provide children with a meaningful context for learning mathematics
• to facilitate children’s development and use of mathematical language and communication
• to help children learn mathematical problem solving, reasoning, and thinking
• to provide children with a richer view of the nature of mathematics
• to provide children with improved attitudes towards mathematics.

Schiro (1997)



Types of Picture Books

Marston (2010) identifies three different types of mathematical picture 
books:

1.Explicit: books purposefully written for teaching and learning in the 
mathematics classroom, e.g. Counting on Frank (Clements, 1990) or How 
Big is a Foot? (Myller, 1962);

2.Perceived: books with incidental mathematical concepts as perceived by 
the teacher e.g. Goldilocks and the Three Bears; and

3.Embedded: books that have embedded mathematical ideas but written 
to entertain rather than specifically for teaching and learning e.g. Uno’s 
Garden (Base, 2013)

Catherine Attard (Engaging Maths, 2016)

https://illuminations.nctm.org/lesson.aspx?id=837
https://illuminations.nctm.org/lesson.aspx?id=843
http://graemebase.com/book/unos-garden/








Inspiring creativity



Time



Creativity with picture books



What’s the benefit?
• Linking early learning to later school-age achievement

- Helps define lifelong learning
- Links the work of EC educators to long-term 

outcomes
- Helps quantify the benefit of fostering domain-

general capabilities 
- Puts rigour around words like holistic and pre-

mathematics 



What’s the benefit?
• To make a difference!
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